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by
Martha M. Floyd
August, 1987

Bilingual Language Arts objectives were established by
grade level, K-4, in both Spanish and English.

One hundred

six limited English proficient students are participants
in the bilingual program for which this curriculum was
designed.

This study suggests how selected objectives

can be implemented using a whole language approach during
a 1-week cultural unit.

The intent of the curriculum

design was that children learn language naturally when
it is in a meaningful context.

Implications for success

in using a whole-language approach are discussed.
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Daryl Basler had us teach ourselves to

manipulate numbers in advanced statistics.

Some of my

teachers encouraged higher level thinking processes • • •
Ron Caples-Osorio caused us to meet up with personal biases
and prejudices.

(Oh, how I loved it when he looked me
V
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right in the eye, validating my opinion!)

The image of my

own father flashed by as he joked and interacted with the
students while lecturing on integrating the Language Arts.
Some taught me through their writing • • • John Dewey and
James Cummins on the need for curriculum to match the needs
of society with those of the learner; Ken and Yetta Goodman
on whole-language theory; Donald Graves and Carle Edelsky
on process writing.
All these teachers stimulated my interests, but what
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FOREWORD

In October of 1986 the Santa Cruz Valley School
District #35, received Title VII Federal monies to implement
a bilingual program in two schools, grades K-4.

Under the

stipulations of the grant proposal, the district hired a
bilingual project director, a bilingual resource teacher,
and four bilingual aides.

The district shifted faculty to

provide one designated bilingual classroom per grade level,
K-4.

I was hired under the official title of bilingual
resource teacher in January, 1987.

At that time it was

decided that I would establish the curricula for Language
Arts, Mathematics, Science, and Social Studies for these
five classrooms.

This project is a description of one of

those subject curricula--the Language Arts.

I wanted to

provide the district with a framework of philosophy, objecttives, and activities.

This would be something the

teachers could incorporate into their own styles, methodology,
and established lesson plans.
I had few facts with which to work.
population had been identified:

I knew the target

106 students who tested out

Limited English Proficient (LEP), 90% of whom had learned
Spanish as their first language.
vii

I had a copy of the

viii
district and state language arts skills.

I had a copy of

the Federal grant, which specified that a whole-language
approach would be implemented, featuring process writing.
With this information to go on, my project began.
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CHAPTER I
INTRODUCTION

Focus of Study: Reasons
and Justification
The title of this work, "A Whole-language Approach to
Bilingual Language Arts Curriculum," indicates a very
complex and theoretical focus of study.

Each of the terms:

"Whole-language," "Approach," "Bilingual," "Language Arts,"
and "Curriculum," is subjective, and open to interpretation.
For that reason, they are discussed below.
"Whole-language" refers to language that is kept in its
original state and not chopped up into pieces.

The goal of

whole-language instruction is to keep language whole and
involve children in using it functionally and purposefully
to meet their own needs.

Whole-language theory sees the

child as an active learner, who seeks to understand the
world around him or her.
or she wants or needs to.

The child learns naturally what he
Whole-language curriculum meets

the needs of the learner by providing him or her with opportunities to learn in meaningful ways.

Whole-language curric-

ulum features authentic, not contrived materials. All activities
are based on natural language acquisition theories.

Reading,

writing, listening, and speaking skills are integrated
1
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in all activities to develop "whole-language" proficiency.
Whole-language curriculum is process-oriented.

That is,

activities involve the students in thinking, reading, and
writing processes.

When the child is involved in processes

he or she is developing and everything is relevant, because
it is self-directed.

Whole-language curriculum is child-

centered, as whole-language teachers know that children
learn best that which they teach themselves.

Integration is

a pervasive feature of whole-language curriculum.

Language

development and content become a dual curriculum.

Often,

thematic units are encouraged in whole-language curriculum.
In the whole-language curriculum the student is a decision
maker.

He or she sometimes selects his or her materials,

activities, and methods.
The term "Approach" in this paper means methodology.
The whole-language approach to teaching means humanistic
acceptance of the learner as a problem solver.

The teacher

is no longer a "know-it-all," but instead a facilitator.
This approach empowers the child by validating "his or her
way."

The intention of the whole-language approach is to

emancipate the student from his or her teacher by requiring
him or her to think and act independently.

In the whole-

language methodology the teacher interacts with the students,
both orally, and through writing.

The children also interact

with each other, conversing as they plan in groups.

Talking

is encouraged because oral language development is thought
to lead to progress in all other subjects.
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The whole-language approach generates intrinsic rather
than extrinsic motivation because children are involved in
what they are doing.

Activities and information generated

by the child are considered relevant both to the child and
his or her teacher.

The child is motivated because he or

she thought of the idea.

The teacher can use these ideas to

discover what the child knows, what his or her interests are,
and how to effectively guide the child's learning.

The use

of language experience and student-made materials is
consistent with this approach.

What the child already knows

is used as a base on which to investigate, expand, and
expound.

The whole-language approach to literacy is based

on recent psycholinguistic research into the reading process
by such people ad Kenneth and Yetta Goodman, and Frank Smith.
These researchers, and others, view reading as an active
process, whereby the reader makes predictions using language
cues, such as graphophonemic, grammatical, or semantic.
He or she then confirms these predictions and integrates
what was read into his or her world view (Rupp, 1986).

The

teacher using a whole-language approach has confidence that
the child can figure things out, and he or she helps the
child to do just that.

Since learners must always focus on

comprehension, and the communication of meaning, the teacher
uses functional language in materials, exercises, and
activities.

This means that the natural language of the

child is always accepted, a fact especially applicable to
bilingual curriculum.

Essentially, the whole-language
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approach may be termed natural and humanistic.

Although

no two teachers will practice the same methodology
identically or have identical programs, this need not alter
the fact that the practice is comprehension-centered and
child-centered (Rich, 1985).
"Bilingual" generally implies the use of two languages.
In terms of this project the term "bilingual" has specific
implications.
English.

First, the two languages are Spanish and

The district for whom the curriculum was designed

is made up of 600 pupils.
Mexican-American.

Over 40% of these students are

"Bilingual" in this population implies

bicultural as well, and when matched with whole-language
curriculum the term also means biliterate.

Reading, writing,

listening, and speaking with meaning in both languages is
the goal in whole-language bilingual curriculum.
Inherent in the bilingual curriculum at the Santa Cruz
Valley School District, #35, is focus on English-language
proficiency.

The bilingual program this curriculum is

designed for is "transitional," which means that the
Spanish language will be progressively phased out until
the fifth grade, when it will be discontinued.

Students

with needs for English as a second language (ESL) instruction
in fifth grade and above will participate in the district
ESL program.

Thus, bilingual program, in this work, refers

to a program of instruction, grades K-4, in Spanish and
English with the goal of oral and written proficiency in
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English.

When bilingual is used in this work in reference

to a student, it may mean oral or written proficiency in
Spanish and English; it can refer to dominance in one language
or the other; or it can simply refer to a student in the
bilingual classroom.

Bilingual instruction means

instruction in both Spanish and English.
In a transitional program, one would expect to see more
use of Spanish the lower the grade.

In this particular case,

the use of Spanish versus English will range from 40%-50%
at kindergarten to 25% at the fourth grade level.

The

percentage of Spanish versus English instruction will depend
upon the linguistic make-up of the individual classroom.
Bilingual curriculum means different things to different
people.

For some educators, bilingual curriculum implies

a set of materials that have been written in two languages.
For others, it means the use of unit and lesson plans which
are simultaneously translated during class time from English
into Spanish.

In this work, bilingual curriculum refers

to the academic framework for the language arts which
reflects the social, psychological, and linguistic needs
of Spanish-English bilingual students.

Thus a whole-language

approach to bilingual curriculum suggests that the child's
cultural and linguistic knowledge will be used as a starting
point for development in the classroom.
The "Language Arts" can be defined as the course of
study which promotes the language skills:

reading, writing,
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listening, and speaking.

According to the whole-language

approach these are never to be taught in isolation.

Instead,

the skills are to be integrated in the context of the
exploration of the world of things, events, ideas, and
experiences.
Some Spanish language arts skills are not taught in
the English language arts, and vice versa.

For example, an

emphasis on rhyming words to teach phonics in Spanish is not
always applicable.

Certainly passages written in one

language cannot be translated and used to teach another.
Nor would a focus on the various consonant blends be
helpful to a Spanish-speaking child learning to read in
Spanish.

Whole-language activities in either language tend

to feature an integration of the language arts skills.
Goodman and Goodman (1986) gave the following example of
how the four language skills may be integrated in language
arts activity in this way:

"If mice are studied, groups

may discuss and plan their study, resource materials may
be read, posters planned and written observations made and
recorded, and written and oral reports made"

(p. 30).

The term "Curriculum" as used in this paper is broad
in some respects, and limited in others.
by its association with "Whole-language."

It is made broad
Whole-language

curriculum includes anything and everything the child
feels a need to learn.

The child is limited only by his or her

own creativity and the hours in the day.

The term
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curriculum is arbitrarily limited to include:
introduction, (b) rationale,

(a) an

(c) major goals and objectives,

(d) a description of the content, and (c) suggested
methodology and evaluation.

In addition, a sample 1-week

Language Arts unit is attached.

This unit presents cultural

activities for each grade level written in a mixture of
Spanish and English.

The activities list objectives,

resources, and methods of evaluation.
Definition of Key Concepts and Terms
Whole-language - The authentic and functional use of
language in its natural state.
Approach - Methodology.
Bilingual - Instruction in Spanish and English; also
one who speaks, reads, writes, or understands Spanish
and English.
Language Arts - The course of study which promotes
the language skills, these being reading, writing, speaking,
and listening.
Curriculum - A program of instruction or course of
study.
Limited English proficient (L.E.P.) - A student
who has been identified as limited English proficient based
on standardized test scores in oral language ability,
reading comprehension, or writing.
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Transitional bilingual program - A bilingual program
that uses Spanish as a means of instruction only until the
student can be placed in an English-only program.
Whole-language theory - The use of all the systems of
language--graphonemic, lexicograrnrnatical, and semantic-within situational contexts that necessitate and promote
reading, thinking, writing, and speaking.
Biliteracy - The ability to read and write in Spanish
and English.
Process writing - Writing viewed and taught as
interactive communication between the author and reader.
Mexican-American - American citizens of Mexican heritage.
Evaluation - A way of measuring to see if the learning
objective has been met, or to measure progress.
ESL - English as a second language.

Instruction

targeted for students who speak a native language other than
English.
General Background Information
The Santa Cruz Valley School District is located in
Tumacacori, Arizona, 78 miles south of Tucson and 25 miles
north of Nogales.

It is an agricultural area where

approximately 40% of the population is comprised of MexicanArnericans.

The children participating in the bilingual

education program, K-4, are located at two schools.

Grades

kindergarten through second attend Tubae Elementary School.
The third and fourth graders attend Calabasas Elementary
School, along with fifth graders.
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Until recently, there was no move toward providing
bilingual education for these students.

In the 1984-85

school year the district began an alteration of its
educational system in an attempt to comply with the new
Arizona state mandate for bilingual and English as a
second language programs in regards to identification and
assessment, program implementation, and evaluation.

The

program implemented at that time was an ESL pull-out
program coordinated through the Chapter I services.

In

the 1985-86 school year the district assumed the salaries
of a half-time resource teacher and a full-time
instructional aide for the ESL and Spanish language reading
program.

Again, the participating students were pulled out

of the classroom for special instruction.
Since that time the district has taken steps to meet
the needs of increasing numbers of students whose native
language is Spanish.
ESL training.

The district provided $5,000 for

Thirteen teachers also attended an ESL and

Bilingual methodology course co-sponsored by the Arizona
Department of Education and the University of Arizona.
During an intensive recruitment effort, the district began
to hire bilingual personnel.

A system of salary

incentives was initiated for teachers working toward the
ESL or Bilingual endorsements.

In June of 1986, a Federal

grant proposal was filed by the district, requesting monies
to initiate a transitional bilingual program in grades K-4.
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The document was approved and went into effect October 1,
1986.

A bilingual director and four bilingual teacher's

aides were hired at once.

They began testing all students

in grades K-4 in Spanish and English.

The tests

administered were:
IPT -

English (IDEA Oral English Proficiency Test)

IPT -

Espanol (IDEA Oral Spanish Proficiency Test)

CTBS

-

English (Reading Comprehension Test for
Bilingual Students

CTBS - Espanol

(same test as above in Spanish)

IOWA - English (Iowa test of Basic Skills)
Writing sample

English (writing sample graded using
holistic grading scale).

From the results of these tests, 106 students were
identified as LEP.

It was decided that the students'

special needs would be met in one of two ways.

They would

be placed in the self-contained bilingual classroom, or an
English-only classroom with an ESL component.

The

parents were notified regarding their rights and choices.
One bilingual teacher was selected per grade level
to teach the designated bilingual class.

The teachers

took part in a series of inservices regarding bilingual
teaching methods and whole-language applications.

Materials

were purchased in Spanish which would facilitate wholelanguage teaching.

The teachers, administrators, and

other personnel have worked together in preparation for the
bilingual program to be implemented starting August 17th,
1987.
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Limitations of Study
It would be too cumbersome to include all subjects of
the curriculum in a Master's project.

Therefore, this project

will cover the language arts curriculum only.

It is

representative of the actual bilingual curriculum to be
presented to the teachers in August, 1987.

It provides

general objectives and guidelines to aid the teacher.

It is

a "skeleton" of a fuller curriculum intended to suggest and
illustrate the approach.
Nature and Order of Presentation
The author was pleasantly surprised to find a good deal
of information on the application of whole-language theory
in bilingual curriculum.

Kenneth Goodman, a noted authority

in whole-language research, indicated that there was material
related to the application of whole-language theory to
bilingual education but that it was hard to find.

The

researcher then began to review books, microfiche, and
magazine articles in an attempt to locate this relevant
material.

After several months of study, various studies

were uncovered.

Even more information came from "word of

mouth" through whole-language teachers.

The writer talked

to many teachers who were using whole-language techniques
"behind closed doors."

She even found bilingual teachers

who had found success in whole-language.
language part of district policy?

But was whole-

Had anyone actually

written whole-language into curriculum?

Had studies been

done to show the consequences of whole-language activities
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on children's progress?

Had it been proven successful in

teaching language minority students?
questions to be answered.

These were the

Chapter II, Review of Literature,

moves from a discussion of general language acquisition
theory to a brief discussion of bilingual curriculum.

It

then summarizes the studies and research that have been
conducted regarding the application of whole-language
theory to bilingual education.
Chapter III recounts the procedures used by the
researcher to design this project.

Chapter IV is a

summary of the outcomes of the project.

The second part

of this chapter contains curriculum guidelines, a list of
the language arts curriculum objectives grades K-4, and
a 1-week sample unit in the area of culture.

The Master's

project finishes with a summary, conclusions, and
recommendations section.
The Appendix contains information which should be
valuable to the teachers and researchers who want to
know more about whole-language and bilingual materials.

CHAPTER II
REVIEW OF EXISTING LITERATURE

General Language Acquisition Theories
Language acquisition is a phenomenon that has intrigued
psycholinguists and other "scientists" throughout history.
Through observations of children, theories were formulated
that led teachers to an understanding of how best to
facilitate the language learning of their students.

We

knew that children learned language naturally and develop-

mentally.

There appeared to be a sequential pattern of

language acquisition that transcends language code, race,
and culture.

The rate of learning appeared to vary from

child to child, some believed as a result of environmental
or biological factors.
Studies of language acquisition demonstrated that
children learned to use language as active agents, constructing their own coherent views of the world (Wagner,
1975).

Many psychologists proposed that infants were born

"wired" for seeking meaning and generalizeable patterns
in their language-saturated milieu.

It was theorized that

when children discover a pattern, they try to extend it.
Holdaway (1986) suggested that children often initiate
13
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language and parents follow along behind, tracking,
responding, but letting the children set the pace and be
in charge of their own development.

Piaget's research,

as cited by Cowen (1978), also held this view of the
active child who formulates and tests his or her hypothesis.
Clark (1975) proposed the "semantic-feature hypothesis"
which suggested that the child organizes word concepts in
a certain manner based upon recognition of certain aspects
of the referent.

The child was most likely to attend to

the features that are most salient to him or her.

It was

documented that the baby's first words and concepts were those
that are both functional and in his immediate environment.
Holdaway (1986) believed babies learn nothing without a
meaning, utility, or function.

Clark (1972) explained that

children attach meaning to what they need to by combining
features that are present and perceivable in the environment.
These perceptual features are the attributes of the
referent, such as shape, size, movement, and color.
Smith (1979) and Goodman and Goodman (1976) stated that
children are surrounded by rich home environments which
aid in this learning process.

The context of their care-

givers helped a child hypothesize the probable meaning of
oral language.
the same way.

The child learned written language in much
Guadalupe Romero researched the print

environment in the homes of bilingual students and found
that children were surrounded by print in the home.

They

were exposed to labels on food, laundry, and bathroom
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products; newspapers, magazines, and books; and television
commercials, or programs such as Sesame Street, Electric
Company, and Villa Allegre (Romero, 1984).
When a child enters school he or she brings with him or
her a wealth of language knowledge and language acquisition
devices.

John Dewey, as cited by Goodman (1982), proposed

that educators start where the child is and expand upon his
or her knowledge.

This means starting with his or her

language, vocabulary, syntax, .and meaning structures and
allowing opportunities for assimilation of new meanings as
a natural process.

Pialorsi (1974) found that developing

communicative competence in a language required conditions
in which communicative needs existed.

For a child to learn

a second language, he or she had to first establish social
relations with the speakers of the second language.
she then desired or needed to communicate.

He or

Concentration

on language form had less relevance in language acquisition
(Owens, 1984).

Filmore (1976) stated that the same

progression exists in second language acquisition.

She said

that first the child establishes social realtionships with
the speakers of L 2 .

Next, the child concentrates on

communicating with the speaker.

Third, the child makes sure

that the form of the language is correct.
Beginning literacy practices should reflect these
acquisition theories of language as natural, purposeful,
and functional.

Children are so set on attaching meaning

to language that they create meaning, even if it is not
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there.

Clay (1975) found that children "read'' even scribbles.

The children had a meaningful message to convey in written
form.

Such child-generated writing helped to sharpen the

child's discrimination of what he or she knew and did not
know and led to his or her using the teacher as a resource in
an efficient manner (Clay, 1982).

Clay (1982) contended

that the program that emphasizes early creative writing,
and succeeds, will produce at least as good readers as the
program which emphasizes letter knowledge.

Donald Graves, as

cited in Wagner (1985), discovered that children who wrote
instead of using a basal reader learned to read as well as
write.
Betel (1984) stated that when teaching complex tasks
it is preferable to start training on the task itself, rather
than giving training on each component skill independently
and then integrating them.

Many teachers have found this

theory particularly applicable to the classroom.

Summaries

of studies made by Osburn (1983) indicated that programs
which broke down reading objectives in order to make reading
easy for the child failed to assure reading improvement.
Poor readers did not use all the language cues appropriate
for comprehension, and isolated practice did not transfer
to real reading.

Thus, when working with poor readers,

contrived skills activities had no theoretical basis
(Osburn, 1983).

The closer the activity was to the "real

thing" the easier it was found for the child to relate to
and understand.

Scalena (1984) put it this way:
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It is well known that we learn by doing.
If we are
having trouble learning to ride a bicycle then we
would practice more, not less. Unfortunately,
study after study shows that children in school
who are experiencing difficulty in learning to read
have fewer opportunities to practice than good
readers.
(p. 3)
Emphasis on discovery and learning had the effect on the
learner of leading him or her to be a constructionist, to
organize what was encountered in a manner not only designed
to discover regularity and relatedness, but a variety of
problem solving skills and how to go about the very task
of learning (Botel, 1984).

Clay (1982) contended that

early readers are problem solvers.

As they generalize a rule,

less processing is required, allowing them to reach out
toward new information.
Language acquisition is meaning-based.
of special concern to the bilingual teacher.

This sould be
Because

bilingual children have gathered meaning from two language
codes, they may have to make more meaningful connections.
Meanings are very personal and are dependent upon a
learner's prior experience(s).

Children give meaning to

what they see, hear, read, or write based on their understanding of a topic, their culture, prejudices, feelings,
instructional experiences, and interests (Scalena, 1984).
Therefore, the more a teacher knows about first and second
language acquisition and the child's cultural and linguistic
background, the better able she or he is top~ovide for
child in the classroo~.
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Bilingual Curriculum
Historically bilingual curriculum in the United States
has been subject to national, state, and local policies.
Not so long ago, bilingual students were considered a deficit,
due to differences from the mainstream culture.

According to

David and Yvonne Freeman (1986), a common misconception
regarding Hispanics is that the child, his family, and his
culture are to be blamed for lack of success in school.
Freeman and Freeman (1986) summarized some historical views
of this "deficit":
1920 - Spanish speaking children were considered
mentally retarded.
1930 - Bilingualism and its effects upon reading
was considered a problem.
1940 - Because of their language "problem" Mexican
children were segregated.
1950 - Schools must provide for deficiencies by
providing a "rich environment."
1960 - The child's home and language were primary
causes of school failure.
1970 - If bilingual children code switched, mixed
languages or refused to speak it was an
indication that they knew neither language
well.
(p. 4)
Presently, Federal and state regulations require that
students who are limited English proficient be provided
equal educational opportunity.

In the state of Arizona a

school district may comply with these laws in one of three
ways:

native language instruction, ESL, or an individualized

plan of instruction (IPI).
Due to the increasing number of students who speak a
native language other than English, schools must adjust to
better meet students' needs.

Goodlad (1984) reported
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that the schools needed now are not necessarily the ones
we have known.

He went on to explain that the schools must

implement curriculum that is representative of the society,
and not "lagging behind times.''

He believed that English

language competency is a must, and that, "Persons lacking
proficiency in language, computation, and independent
thinking will gain access only to the fringes and will be
severely constrained in job mobility and earnings"
(Goodlad, 1984, p. 162).
Proponents of bilingual education recognize the need
for student competency in English.

For native speakers of

a language other than English this need may be met by
instructing the child in his native language while he or she
learns English.

Pialorsi responded to the need for native

language instruction in his discussion of the reading act.
He said, "First, it is impossible to comprehend something
we read when we do not know the language in which it is
written"

(Pialorsi, 1974, p. 162).

In reference to teaching

the bilingual child, Pialorsi clarified three rules of
thumb:
1. Children who do not speak the National
language learn to read it with comprehension more
efficiently if they first learn to read in their
mother tongue.
2. The ability to communicate with one's
students appears to outweigh language content or
instructional methodology for successful teaching.
3. The more comfortable and less pressured
people feel about learning a second language the
faster they learn it.
(Pialorsi, 1974, p. 165)
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Bilingual curriculum has come a long way in the past
few years.

Studies have now documented successes in

bilingual programs that are consistent, of high quality,
and relevant to students.

A researcher for the Journal

of the National Association for Bilingual Education reported
the prime concern of the bicultural-bilingual program was
relevant curriculum with equal stress placed on developing
self-concept and imparting knowledge.

Fundamental in the

development of the curriculum is the need to provide
learning tasks at which students can experience success
in learning (Reyes, 1976).

Many bilingual researchers

believed that success breeds success.

The affective-filter

hypothesis presented by Stephen Krashen (1982) suggests that
anxiety, motivation, and self-confidence are all related
to second language acquisition.

In Goodlad's (1984)

study of more than 1,000 classrooms he found that
students who interacted with each other and felt free to
"take risks" learned the most.

It is likely that attitudes

that allow for change and exploration as well as experimentation would be crucial to the success of the bilingual or
bicultural classroom.
Whole-language Bilingual Curriculum
It is not surpr~sing that bilingual educators have
been applying whole-language theory in the classroom.
Whole-language techniques have proven successful in working
with bilingual students.

The following review of studies

21
provides evidence for this assertion.

Although few studies

were found recording the effectiveness of whole-language
techniques in bilingual education, there are likely many
bilingual educators who use whole-language methods in
teaching bilingual children.

Typically, bilingual teachers

are perceptive to the individual social, psychological, and
linguistic needs of the students, and perhaps whole-language
methodology best fulfills these individual student needs.
Whole-language theory and practice is not new.

But the

term "whole-language" was recently coined, and therefore
this "belief system"
under that name.

(Goodman, 1984) is being practiced

Many studies have been conducted in actual

whole-language classrooms, all of which have reported
positive results.
Whole-language theory can be found in documents dated
back to the turn of the century.

In a discussion of reading

in 1908, it is written:
The child should never be permitted to read for the
sake of reading, as a formal process or end in itself.
The reading should always be for the intrinsic
interest or value of what is read, reading never being
done or thought of as an exercise. Word pronouncing
will therefore always be secondary to getting whole
sentence-meanings.
(Huey, 1908, p. 137).
Meaning was also viewed as primary in the Horace Mann
Readers published in 1912.

The principle stated here was

to "let thought lead."
With the 1920s came a concern with topics and tasks
which could be measured objectively.

Continued attempts
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at formalizing teaching practices and methods during the
1930s and 1940s were influenced not only by objectivism
and attempts to quantify, but were also greatly dependent
on common sense ideas of how reading works and how it should
be taught (Tovey, 1986).
In the 1950s a great deal or research was done in the
area of language acquisition.

Noam Chomsky's Syntactic

Structures was published in 1957.

Chomsky discussed

"transformational grammar" and discussed the complex task
of processing whole-language.
In the 1960s, Ken and Yetta Goodman began publishing
research on miscue analysis and whole-language processing.
Canadian school systems served as models of wholelanguage curriculum in policy.

During the 1970s other

whole-language programs became policy in New Zealand and
Great Britain (Goodman, 1984).

The New Zealand program was

researched by Holdaway regarding its shared book approach
to emergent reading.

Holdaway found the program fostered

developmental processes which led to the children teaching
themselves to read (Ribowsky, 1985).

He conducted the study

comparing 53 kindergarten girls, some who used Lippincott's
Beginning to Read, Write, and Listen and the others used a
shared book program.

The experimental group came out

reading earlier and with more comprehension (Ribowsky,
1985).
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In 1982, a study was conducted at Kendall Demonstration
School in Washington, D.C.

Two different language arts

curriculum guides were issued for 1 academic year.

One

guide was based on whole-language theory and practices;
the other followed a scope and sequence from the Scott
Foresman Reading Series.
1981 and May, 1982.

Data were collected on December,

The children were tested using a

standardized achievement test and they were also issued
an attitudinal survey.

Neither group scored significantly

higher than the other on the standardized test, but the
difference in overall attitude toward reading had changed:
The whole-language students like choosing their own books
and playing games, such as Family Fued (Leonard, 1982).
A similar study was conducted by Dorothy Watson in
1984.

One skills teacher and one whole-language teacher

were selected to participate in the experiment.

These

teachers were selected on the basis of their stated instructional base and theoretical orientation as measured by the
Theoretical Orientation to Reading Profile (TORP).
of the questions from this profile were:

Some

"On what unit of

our language and linguistic system do you focus the
children's attention?
emphasize?

What aspects of.reading do you

Is the .reading material you choose contingent

on the students, teacher, or materials?"
These two teachers were then asked to teach reading,
remaining as true to their orientation as possible.

They
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were videotaped on eight occasions during the school
year, for a total of 3 1/2 hours.

Field notes were taken

by researchers during data collection.

At the end, each

teacher viewed these transcripts to see if they agreed
that this information was reflective of their teaching.
The teaching methods were then evaluated according
to:

(a) attention to units of language,

to linguistic and pragmatic systems,
reading process,

(b) attention

(c) attention to the

(d) source of register (major influences),

and (e) reader stance (what is expected by student).
The major findings follow:
1. The skills teacher used more worksheets. She
taught phonics, and the alphabet.
The WL teacher gave no direct instruction in submorphemic units, and required the students to pretend
they knew how to spell.
2. The skills teacher focused on the graphic/
phonemic and lexical/grammatical systems; the WL
teacher focused on the semantic.
3. The skills teacher encouraged the students
to look close [sic] at each letter. Children were
asked to correct their writing for spelling punctuation,
spacing, etc.
The WL teacher encouraged children to sample
from print.
She asked them to skip over words they
didn't know if they couldn't figure them out by the
context. She asked the children to self-correct their
papers by reading it and asking themselves if it made
sense.
4. The skills teacher initiated all activities
and they were contingent on either her, or on the text.
With the WL teacher, the majority of the activities
were considered transactions between the students and
teacher and the material they read.
5. Regarding the reader stance encouraged, the
skills teacher focused on the predetermined information
in the text.
The WL teacher asked the children to experience
the text and follow-up with their own interpretations,
questions, and presentations of their readings.
(Watson, 1984, pp. 5-40)
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From the Leonard and the Watson studies it can be
noted that there are fundamental differences in wholelanguage and skills approaches.

In each case, the whole-

language approach produced desirable results in the attitudes
and achievement of the students involved.
Following are some studies that have been conducted
using special target populations.

Most of these student

groups were considered "problem readers."
Edelsky (1983) reflected her own personal teaching
experience with 25 sixth-grade "bad kids."

The kids knew

from the first day of school that this teacher was going
to be different.

Edelsky set out with seven goals for these

students:
1.

To get students to see opportunities everywhere for

learning.
2.

To get students to think and take pleasure in

using their intellects.
3.

To help students learn to get along with and

appreciate each other.
4.

To manage the day-to-day environment smoothly so

other goals could be accomplished.
5.

To get students to relate to and identify with

the teacher.
6.

To get students to be self-reliant and sure of

themselves, and to trust their own judgements.
7.

To implement a whole-language writing program.
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All 25 students in this class had failed at least one
grade level, so her program featured "revaluing."

Goodman

described this revaluing as reading for meaning instead of
worrying about reading and understanding each word
(Goodman, 1986).

In Edelsky's classroom this revaluing was

reflected in many ways.

For starters she helped the students

figure out answers instead of just giving them the answers.
Next, she trusted the students and expected them to be
responsible decision makers.
use of your time.
own" (p. 266).

She reminded them, "Make good

You know what to do.

You're on your

According to Edelsky the values held by this

whole-language classroom teacher are "respect, people are good,
interdependence, independence, activity and work, and
originality" (p. 265).
Another such study was conducted during the fall of
1980 by Leigh.
disabled."

Here, the subjects were all labeled "learning

Leigh designed several premises from which to

base the instruction.

These were:

Instrumental (I want) - Language is used to make others
aware of the needs of the child.
Regulatory (do this) - Language is used to directly
influence or control the behavior of others.
Instructional (you and me) - The child uses language
to describe and participate in social relationships with
others.
Personal (here I am) - Language is used to share the
child's subjective feelings, attitudes, and ideas with others.
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Heuristic (tell me why) - Language is used to obtain
answers and information from others.
Imaginative (let's pretend) - The child uses language
to create or express the unreal or fantasy situation.
Informative (I have something to tell you) - Language
is used to communicate knowledge or information to others
( pp • 6 2- 6 9 ) .
This study represented the matching of the curriculum
to the needs of the students.

It seemed to be a very

holistic and humanistic approach.
Some whole-language studies have rep0rted unintended
results.

Such was the case of an extended day bilingual

kindergarten.

Although the instruction was given entirely

in English, the children's scores on the test, Prueba Boehm
de Conceptos Basicos, went up (Slaughter, 1982).

In

another study by the same researcher, low achievers in
grades K-2 were placed in a Chapter I compensatory classroom.
There were no spelling books, no sets of reading texts with
controlled readability, and no writing assignments.

Instead,

the children's writing and authorship were integrated with
a reading program of children's literature.

Whole, meaning-

ful texts were used for instructional materials, not isolated
words, sounds, or vocabulary-controlled "stories."

This

approach had such a dramatic effect on the children that
many were allowed to transer from the program (Slaughter,
1985).
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Another characteristic of whole-language classrooms,
beside the use of children's literature instead of basals,
is a strong writing component.

Because whole-language

teachers view reading and writing as integrated processes,
they are often featured together in activities.

In a study

conducted by Edelsky (1982), writing samples were collected
periodically from 27 bilingual students.

These samples were

computer analyzed for code-switching, spelling, punctuation,
structural features, stylistic devices, and content.
Information regarding teacher observations, teacher
interviews, review of the student's family background, and
a survey of the community language situation was also
collected to assess the student's progress.

The findings

from these data proved wrong the belief that bilingual
students have inferior writing abilities.

In Spanish, the

samples revealed use of varied vocabulary, complex syntax,
knowledge that context constrains forms, acknowledgement of
the reader, and a move toward stylistic sophistication.
In over 500 writings, it was never found that the child
substituted "cosa"
(Edelsky, 1982).

(thing) for a noun he or she did not know
In a second study by Edelsky (1982), the

writing development of 27 first-third graders in a bilingual
English-Spanish program was documented.

Writing samples

resulting from whole-language activities were collected at
four intervals during the school year, and evaluated.

The

subjects, all children of migrant workers or settled
migrants, demonstrated varied vocabulary, complex syntax,
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acknowledgement of the reader, knowledge that context
constrains form, and movement toward stylistic sophistication in their writing.

In the discussion of implications, the

concept of a whole-language approach to writing in a
bilingual program is supported {Edel sky, 19 82).
Only recently have whole-language studies and research
attributed their success to the integration of the language
arts.
In a remedial reading clinic at the University of
Missouri, the speaking, listening, and reading skills of
disabled readers were developed simultaneously.

Teachers

encouraged the development of the oral skills first
because they believed this would automatically help develop
the other skills.

The teachers encouraged children to share

real and vicarious experiences and then stimulated through
discussion of any shared experience before attempting to
recreate a real story.

Then the child's story was recorded

in standard English, without attaching labels of correctness
or incorrectness.

A balanced approach of the use of context,

sight words, phonics, and morpheme analysis was used as a
follow-up to help the children learn specific skills that
were to help them read better.

The teachers reported a

positive jump in the children's interest and participation
{Ramsey, 1985).
Freeman (1986) pointed out that some teachers are leery
of changing over to whole-language methodology because they
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hold on to the following erroneous assumptions:
1.

Adults should choose what children need to learn.

2.

Oral language must be mastered before written

language can be introduced.
3.

Real, whole-language is too difficult for students

learning language.
4.

Language learning is different in different

languages.
5.

Teaching in English is essential to school success

and acculturation (Freeman, 1986).
Summarily, the studies and research indicate that a
whole-language approach to bilingual language arts curriculum
is very appropriate.

Bilingual children are in the process

of acquiring language, and whole language is consistent with
language acquisition theories.

Uninteresting, irrelevant

excercises and content are particularly discouraging for
bilingual children who are constantly being reminded of
the distance beteen their world and the school world.
language practices avoid all that.

Whole-

Bilingual children need

to be in an environment where they can use what they already
know, and where they are accepted for who they are.
language curriculum secures this.

Whole-

Since language is an

integral part of the child's present and future education,
and bilingual children have the double task of developing
their native language as they learn a second language, an
integrated approach to language learning is helpful.
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Whole-language features this integration.

Whole-language

is process-oriented, and processes are something a child can
transfer from one language to another.

Whole-language

empowers both the teacher and the students, and bilingual
students need to be empowered.

CHAPTER III
PROCEDURES OF THE STUDY

Decription of Information Required
for the Study
The writer was given certain guidelines for establishing
bilingual curriculum by the Santa Cruz Valley School District,
#35.

All subject areas:

mathematics, science, social

studies, and language arts were to feature a whole-language
approach.

The target population had been identified, and

it was known that the students would be instructed in
Spanish and English.

With this, the author realized it

would be helpful to know more about the target group and
about whole-language and bilingual curriculum.
First came a visit to the classrooms in the Santa Cruz
district.

The intent of this was to gain a feeling for

the children, the teachers, and the content of what was
being taught.

The next visit involved interviewing the

children who would be involved in the future program.

The

researcher went into the classrooms and addressed the
students in Spanish,
the room.

asking them to meet in the corner of

They were then interviewed, being asked where

and from whom they learned their Spanish.

Each child was

asked if he or she read or wrote Spanish, and this was
32
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recorded beside the student's name on a class roster.
were the symbols used to record the information:

FS

These

=

fluent Spanish speaker, LS= limited Spanish speaker,
NS= non-Spanish speaker, R = reads Spanish, and W = writes
Spanish.

This roster was then compared with the list of

limited English proficient (LEP) students and it was found
that the majority of the children interviewed were those
identified to be in the bilingual program.

Thus, the

researcher had met and informally assessed most of the
students for whom the curriculum would be designed.

From the

data collected it became evident that these children could
benefit greatly from a bilingual program that stressed
reading and writing in Spanish and would develop orally
both the Spanish and English languages.
These children were presently receiving 1/2 hour of
native language reading instruction at the K-2 grade levels,
and ESL pullout at the third and fourth grades.

None of the

teachers was attempting to develop the children's native
language in the classroom, and most of the teachers were
frustrated.

One third-grade whole-language teacher

expressed that she felt some students would do better in
Spanish.
introduced

The researcher noted that some of the teachers
II

cultural II activities in their classrooms, but

knew that cultural activities would be more exciting and
real when the children were able to talk, write, and share
freely about their own cultures.

By now, the writer had
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a better feeling for the cultural and linguistic backgrounds
of the bilingual students, and a sense of their academic
and social potentials and frustrations.

With this

knowledge, the design of the bilingual program could begin.
The researcher went to talk to Celia Oropeza, the
curriculum specialist for Davis Bilingual Learning Center,
where she had student taught.

The specialist explained

that curriculum is not designed in a matter of months.

She

recommended focusing on one or two grades the first year.
Then she presented the researcher with the bilingual
curriculum handbook for her school district to serve as a
format guide.

She also suggested looking through the

Santa Cruz Valley School District curriculum handbook in
English.
Methods Used to Achieve Curriculum Design
The researcher began with language arts curriculum
design by gathering up several resources of established
curriculum.

The language arts objectives in English for

Santa Cruz Valley were examined.

She also reviewed the

objectives in Spanish published by the state of Arizona,
the Spanish language arts scope and sequence published
by Houghton Mifflin and Economy companies, and the bilingual
curriculum objectives for the two biggest school districts
in Tucson; Sunnyside and Tucson Unified.

These were

compared and contrasted to determine the most essential
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language arts skills.

Objectives were then compiled in

Spanish and English and used as a basis for the curriculum.
Whole-language activities were designed to teach these
objectives.

Several whole-language books were used as

references.

The researcher found Judith M. Newman's

book, Whole Language: Theory in Use, and Scalena's (1984)
Reading, WritJ..ng, and Caring to be helpful.

In the area of

writing, Carole Edelsky and Donald Graves presented the
most ideas.
were helpful.

All the books on the Language Experience approach
Still there was little information on whole-

language activities specific to the bilingual child.
Guadalupe Romero, a University of Arizona professor of
education, gave a district-wide inservice on using wholelanguage methods and materials with the bilingual child.
The materials she brought down were by the teachers,
teacher's aides, and/or the bilingual children.
some children's literature books to share.

She brought

One of these

was Stories That Must Not Die by Juan Savageau (1978).

She

explained that oral language development, listening, reading,
and writing need to take place together.

She stressed that

communication was the main focus of all activities and that
the child's natural language must always be accepted--even
if he code-switched or spoke "pocho" (a mixture of Spanish
and English within the same word).

She reminded the audience

that babies are applauded when they speak the first word-even though it is not conventional language.
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It was subsequently established that the bilingual
curriculum would encourage use of the child's native and
natural language.
language arts.
in Spanish.

The activities would integrate the

They would utilize children's literature

They would encourage the child to take risks,

and would applaud him for his efforts.

Many of the materials

would be made by the children, and communication would be
the focus of all activities.
regarding materials:

Still some questions remained

Would textbooks be used?

be enough good children's literature in Spanish?

Would there
Could

predictable books and big books be found in Spanish?

Little

by little these questions were answered.
The bilingual teachers were in favor of adopting
textbooks in Spanish for all areas except mathematics.

It

was decided to consider the various basal rea.der series
in Spanish for use in the language arts.

The selection was

narrowed down to Houghton Mifflin and Ecomomy publishers
because they were both comprehension and literature based.
Then, the bilingual teachers took a copy of the bilingual
language arts skills and began to note on a grid where these
objectives could be found in the respective basal readers.
Then each worked at the grade level they would teach next
fall.

At the end of this exercise, the decision was

unanimous in favor of the Economy series, in view of the
following observations:
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1.

More of the objectives were found in Economy than

in Houghton Mifflin.
2.

They could find things more easily in the Economy

basal than in the Houghton Mifflin.
3.

The literature in Economy was authentic.

That in

Houghton Mifflin was translated and controlled.
4.

There were more and better extension activities

listed in the Economy series.
Based on the results of this exercise, the district
adopted the Economy reading series in Spanish.
decided to use the basal reader selectively.

It was
A story might

be chosen from the basal, or skipped entirely.
All of the teachers were in favor of buying as many
"library books II as possible.

Hispanic Books, distributors in

Tucson, carried the widest selection of books, including
big books and predictable books, all in Spanish.

They were

also very good about ordering books they did not have.
had tapes and magazines there as well.

They

A Tucson used

bookstore named Bookmans sold books in Spanish for an average
of four or five dollars.
out more books in Spanish.

They were also in favor of seeking
A collection of such books was

started in order to provide a personal library for each
bilingual classroom.

Books that were appropriate for more

than one age or grade level could be switched between classrooms.
A reserve of books could be collected by fall to supply the
classrooms with new books periodically.

Activities using these
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books were suggested to the teachers when they checked them
out from the resource center.
As to other supplies, many were purchased "across
the line" in Nogales, Sonora, Mexico.

The prices were

reasonable and, although the quality of some items suffered,
others were fine.

Cassette tapes, record albums, and

comic books were plentiful.
attractive and authentic.

Posters and games were
And notebooks for journal writing

could be purchased for pennies!

If a textbook in Mexico

was good enough to buy, it could be rebound in the states
for around $3.00.

Some of the teachers chose to make many

of their own materials.

Bilingual teachers find that often

even materials written in Spanish lack cultural relevance
to the children in their classrooms.

On the positive side,

teachers in a whole-language bilingual classroom can expect
children to find and make their own materials!

A

stipended work day was scheduled for game making.
Discussed above were the procedures followed for
establishing the various aspects of this project.
not been mentioned is evaluation.
subjective.

What has

Evaluation is often

Teachers are expected to administer certain

standardized tests which serve one purpose.

Teachers give

criterion referenced tests for another reason.

They check

daily work and homework for a different reason, and they
"kid-watch" with another thing in mind.
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The methods of evaluation suggested for whole-language
activities are "reading miscue-analysis,'' "writing sample
folder," "conferences," and "kid-watching~"

All of these

methods of evaluation reflect the development of processes.
According to Goodman (1978), standardized tests are not a
realistic measure of language development in a child.

Items

on tests and the way tests are carried out are often at
odds with the knowledge we get from the psychologists,
psycholinguists, and sociologists studying language.

Tests

focus on the most meaningless parts of language; the names
of letters and sounds, spelling rules, syllabication and
punctuation, and other rules which are tested out of
context.

Children who do not feel they know the right

answer are apt to give up because they believe they cannot do
it anyway.

The Goodmans believed that there is little useful

information in a published group test administered in half
an hour that a teacher cannot obtain from directly monitoring
the reading of pupils and interacting with them daily.
Teachers should keep lots of records on the progress
of the students.

The Reading Miscue Inventory and the

Writing Observation Form are examples of packaged measures.
Teachers can keep files on each child containing writing
samples.

They can tape readings, reports, and even teacher

and student interviews.

The more information a teacher has

documented, the better prepared he or she will be to defend
himself or herself when administrator or parent wants to "see"
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the progress.

Specific examples of evaluations are given

at the end of each "lesson plan" in the sample unit that
follows.

These evaluations measure the specific objective

for that lesson.

CHAPTER IV
RESULTS OF THE STUDY

Information Resulting from Study
The goals of the curriculum project involved meeting
the needs of the society and those of the learner.

These

were founded in linguistics, psychology, anthropology,
history, sociology, and philosophy.

The curriculum design,

content, and methodology were directed toward a target
population of bilingual Spanish and English students in the
Santa Cruz Valley School District, #35.

Their particular

needs were met through consideration of cultural and
linguistic characteristics.

The curriculum included in

this project has a philosophical base which determines its
rationale, major goals and objectives, resources, activities,
methodology, and evaluation.
Description of the Project
This project is a 1-week sample of a cultural unit
which integrates the language arts (reading, writing,
speaking, and listening) into content learning about the
past, present, and future contributions of the MexicanAmericans.

There is a discussion of the cultural unit's

philosophy, rationale, major goals and objectives, content,
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methodology, and activities.

Five instructional days of

approximately 45 minutes each day will be suggested for
each of the grade levels, K-4.

Included in the lesson plans

will be objectives (from the list of language arts skills),
activities which reflect these objectives, a description
of the activity, materials needed, and method of evaluation.
Because of the nature and content of the lessons, the teacher
might use them for language arts, social studies, history, art,
music, etc.
The rationale for this cultural unit is for the children
to gain understanding of themselves and others.

The focus

was on the Mexican-American culture because i t is representative of the community, and the students in the bilingual
classrooms.

Over two-thirds of the children are of Mexican

heritage and have past, present, and future connections with
the culture.

The area is full of Spanish and Mexican influence

from the original conquest and settlement.

Members of the

community serve as a rich resource for learning about
history of southern Arizona.

The community is still very

traditional, and parents have expressed that they do not
want their children to lose this.

Through study of culture

students can gain insight into the cultural similarities and
differences between themselves, their present-day friends,
and their ancestors.
This curriculum unit is based upon some assumptions.
One, the communities that these students live in are
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Sahuarita, Tumac, Turnacacori, and Rio Rico, which make up
the Santa Cruz Valley School District, #35.

They are rural

communities with predominately agricultural employment.

The

nearest major cities are Nogales, 25 miles to the south and
Tucson, 78 miles to the north.

The families in these

communities are of low to low-middle-class incomes.

A small

percentage of the Hispanic population is composed of
recent immigrants; but most of the students were born in the
United States and have been exposed to both English and
Spanish.

For many of the children Spanish has been the

language of the home; and English that of school.
The assumed class size is 30 students, 75% of which
are native

Spanish-speaking students.

About one-half of

the class is made up of limited English proficient students.
Each classroom will have a certificated, endorsed bilingual
teacher, a bilingual aide, and an occasional parent volunteer.
Peer and cross-age tutoring will be encouraged.

Depending

on the activities the children will experience, they will
be grouped accordingly.

These groups will include small

heterogeneous groups, one large heterogeneous group, small
homogeneous groups, and one-to-one (when dealing with skilloriented activities).

Within the

heterogeneous small groups

the children will have the opportunity to take on the
different roles that the dynamics of the group dictate, such
as leadership and supporting roles.

There will be an

emphasis on group interaction and cooperative learning, with
a focus on problem solving and higher level thinking skills.
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The role of the adults in the classroom is one of facilitator, not an expert, except in the case of guest speakers.
The major goals and objectives of this unit are:
1.

To develop sensitivity and appreciation of our own

culture and that of others.
a.

The student will demonstrate his or her knowl-

edge of his or her own culture and an awareness of its
contributions to society.
b.

The student will demonstrate an awareness of

his or her own uniqueness within his or her own culture.
c.

The student will demonstrate a realization of

his or her responsibilities as a contributing member of
society.
d.

The student will gain knowledge as to who, what,

and where were his or her ancestors, who he or she is
now, and how he or she can better the future.
2.

To develop fluency in both Spanish and English.
a.

The student will be able to demonstrate

flexibility in switching language registers.
b.

The student will expand his or her vocabulary in

both languages.
3.

To develop biliteracy.
a.

The student will identify and practice writing

process skills.
b.

The student will learn to read for meaning and

comprehension.
skills.)

(Please note specific language arts
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4.

To develop cooperative skills within a group.
a.

The student will identify resources in the

community.
b.

The student will cooperate in group activities

by sharing his or her ideas, listening to others, and
sharing his or her skills, talents, and knowledge for
the good of the group.
The content of this 1-week unit is only a sample of
how the language arts can be integrated into meaningful
activities in other areas.

The area of culture is relevant

and interesting to the students in the bilingual classes.
As many language arts skills as possible were worked into
the cultural content.
Each grade level focused on certain themes where similar
parallels were found in the English-only curriculum.

These

themes are:
Kindergarten - Family, friends, community, safety,
need for each other.
First - Wide geographical concepts of Mexico,
community resources, the community in which we live.
Second - Native American, crops, natural resources,
food groups.
Third - Holidays and legends, present-day figures.
Fourth - Famous historical figures, historical
background of Mexico, patriotism.
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The methodology for teaching the whole-language approach
to bilingual, language arts curriculum in content is very
diverse.

The model is based on the child as decision maker

and the teacher as the structurer of alternatives.

These

alternatives can be oral, writing, aural, read, dramatized,
etc.
The children may be allowed to choose or make their own
materials, form their own working groups, and decide how to
approach the task.

The teacher can conduct whole-group

activities, but the children should be given ample time for
independent work periods.

Heterogeneous grouping works on

the Piagetian premise that when a more advanced child works
with a less advanced child, both children gain due to
"reflexive abstraction"

(Betel, 1984, p. 9).

In all activities, meaning is the foremost goal.

In

reading, comprehension of meaning; in writing, expression
of meaning.
Phonics are learned unintentionally by the child through
his daily purposeful interactions with print.

Phonics

patterns can be presented to the child in rhymes,
riddles, and songs.
Activities are "low stress" because they emphasize
communication rather than mechanical correctness.
Listening should not be overlooked when establishing a
language arts curriculum.

As a young child listens to the

words and thoughts of others, he or she is learning
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discrimination, critical listening skills, and new ways of
expressing ideas.

As he is increasing his listening skills,

he is increasing his language power (Cromwell, 1980).

There

is consensus among whole-language advocates that children
are aided toward achieving literacy through fostering their
listening skills.

Ribowski (1985) discussed how reading

aloud facilitates the literacy process.
The writing process exercises are usually based on
personal experience stories because children recognize
personal relevance of the writing and can develop a natural
voice.

They lend themselves to peer conferencing and can

get feedback from students with similar experiences.
When the language arts are integrated in content, the
children can write and read for the purpose of learning
information.

This also helps content area thinking, and in

the sorting out of ideas.
Children should see the reasons for print.
must be purposeful and relevant.

Activities

Scalena listed some

purposes of print:
"to receive information
to find out how to run something
to answer questions
to get another point of view
to find out about the past
to find out about legal rights
to support your opinion"

(Scalena

&

Buchanan, 1984, p.20).
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In authentic writing, the writer's purposes and intentions
have graphophonic, syntactic, and semantic consequences.
Isolated workbook exercises are inauthentic, and do not
transfer the child into genuine writing.

Children must be

taught to "see themselves as writers'' and to keep the
intended reader in mind.

The use of predictable books,

inventive spelling, and displaying student work has been
found to encourage writing (Hajek, 1984).
Oral language development in both Spanish and English
should be part of most activities.

When a child brings

something to school to "show and tell'' he or she can hardly
wait to talk.

This is because he or she initiated the topic

and took a leading role in the conversation.

This same

phenomenon should be practiced in planned activities.
Thematic units are very useful because they provide
a focal point for inquiry, for use of language, and for
cognitive development.

It can be used to stimulate children

to plan and gives them choices (Goodman, 1986).

If

children work in groups around a topic the group decides
who will be delegated to get a library book, who will be
the recorder, who will presnt the oral or written report, who
will be the translator, interpreter, or language expert, etc.
Children are encouraged to make their own books.

The

class can create a homemade book library, big books, or can
make individual dictionaries.

In bilingual classrooms,

Dodson (1986) found it was more effective to have the child
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create his or her own dictionary because these were words
that were most used and needed in the context of his or her
own world.

The dictionary also was helpful to the teacher

because she or he could see which words and phrases the child
was using with high frequency and the range of his or her
words.

For the child, it makes his or her words "more

valuable."
Some of the appropriate methods for use in the
whole-language classroom are:
Illustrations
Word banks
Self-made dictionaries
Journal writing
Labeling
Sign making
Writing letters
Writing lists
Thematic units
Spontaneous conversation
Shared storytelling between teacher and student(s)
Wordless books
Silent reading
Oral reading
Self-selection
Reading aloud
Seeing themselves as authors
Predictable books
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Using and displaying student work
Interaction
Talking
Children's literature
Library and creative corners
Use of pictures and visuals
Paraphrasing
Dramatization
Repeating material
Practicing in many ways
Peer teaching
Manipulatory and discovery activities
Listening and speaking skills
Modeling reading
Sustained silent reading
Cloze
Writing every day
Chunking
Using poems and selected stories from basal readers
Morning message
Squiggle writings
Inventive spelling
Assured success
Show and tell
Shared book experiences
Predictable books
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Dictation
Language experience approach
Story grammar
Plays
Comic books
Teachable moments
Outdoor walks
Listening centers
Big books
Charts
Writing corner
Process writing
Visitors
Conferences
Independent reading
Audiovisual materials
Research
Newspapers
Retellings
Brainstorming
Categorizing
Minimal cues
Bulk reading
Comprehension model
Supportive reading
Read-a-long
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Schema stories
Reading to children
The physical environment is a key to success in the
whole-language classroom.
and create.

The child must have room to work

Tables and chairs should be movable to

facilitate group work.

All bilingual whole-language

classrooms will have a classroom library of books in
Spanish and English.

Rooms will have dictionaries and

encyclopedias in Spanish and English.
It is nice to have both writing and reading corners.
If they are a little bit private, it is easier for the child
to concentrate.
If blocks or noisy toys or musical instruments are
kept in the classroom, they can be in a carpeted or
covered area.
A games table, art table, and listening table are
musts in a classroom developing the language arts.
Following is an example of one classroom arrangement.

53
Blackboard

··············
··············
.·.·.·.·.·.·.·.·.·········

iliiil!i

1

1::

Typewriter

Writing

Center
-~.,.-j

Materials
and
Center

◊◊◊◊◊◊◊◊◊◊◊◊

◊

◊ ◊ Pla~ti~ Covered Aru ◊ ◊ ,........::;::ii.__.~_s.;,,,,..z...x., ◊

Q◊ ¢ QQTil:•J.Q ◊ Q◊

◊◊◊◊◊◊◊◊◊◊◊◊
◊◊◊◊◊◊◊◊◊◊◊◊

Q

◊

◊◊lr-r--.:7""""-c7T..:;Jlr.-7"'

Storage

◊

◊◊~◊◊◊◊
Cooking/An M1ttri1ll

I'-• Chair
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Inclusion of the Project

A WHOLE-LANGUAGE APPROACH TO BILINGUAL CURRICULUM,
GRADES K-4

The Language Arts - Integrated in a 1-Week Cultural Unit

Some of the stories and illustrations given in this
project come from the following source:
Educational Service Center of Austin, Texas.
(1978,
June).
Information and material to teach the
cultural heritage of the Mexican-American child.
Austin: Dissemination and Assessment for Bilingual
Education.
The stories and illustrations taken from this source are
on pages 59-60, 63, 86, 87, 88, 89, 90, 91-92, 94, 95, 96,
106, 107, 109, 110-111, 113, 114, 115, and 116.
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BILINGUAL LANGUAGE ARTS CURRICULUM K-4
(Specific Language Arts Skills To Be Taught)

DESTREZAS de KINDER
KINDERGARTEN SKILLS
I.

Lectura
Reading
1.

Identificar los sonidos de las vocales iniciales
Identify initial vowel sounds

2.

Reconocer las mismas silabas iniciales
Recognize the same initial syllables

3.

Seguir instrucciones orales
Follow oral instructions

4.

Reconocer el concepto de palabras de posici6n
(arriba .de, abajo de)
Recognize the concept of position words
(over, under)

5.

Poner en orden secuencial un cuento oral
Sequence events in an oral story

6.

Reconocer letras mayusculas y minusculas
Recognize capital and small letters

7.

Repetir rimas oralmente
Repeat rhymes orally

8.

Anticipar los resultados de un cuento
Predict the end of a story

9.

Identificar los colores oralmente
Identify colors orally

10.

II.

Leer su dictado y el dictado de otros
Read one's own and other's dictation

Escritura
Writing
1.

Tomar en mano el lapiz y posicionar las letras
entre las lineas en el papel
Hold a pencil correctly and position the letters
and words between the lines
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III.

2.

Copiar lineas, letras, formas, "patrones," y
palabras en el papel
Copy lines, letters, shapes, patterns, and words
onto paper

3.

Escribir las numeros de O hasta 9
Write the numbers O through 9

4.

Escribir su nombre, direcci6n de las casa, y el
numero de telefono
Write complete name, address, and phone number

5.

Tamar el dictado de otros ninos y del maestro
Take other child's or teacher's dictation

6.

Escribir las propias palabras en su propio
diccionario
Write the proper words in own dictionary

7.

Escribir una lista de palabras de uso frecuente
Write a list of frequently used words

8.

Escribir creativamente
Write creatively

Escuchar
Listening
1.

Escuchar sin interrumpir a las otros
Listen without interrupting others

2.

Escuchar y seguir una historia
Listen and follow a story

3.

Seguir instrucciones orales
Follow oral instructions

4.

Identificar varies sonidos comunes (timbre, bloques,
animales)
Identify common noises (bell, wooden blocks, animals)

5.

Clasificar sonidos segun su origen (personas,
animales, objetos de la granja y de la ciudad)
Classify sounds by their origin (people, animals,
or objects: farm and city)

6.

Repetir el ritmo de una secuencia de sonidos
Repeat a sound pattern
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IV.

7.

Identificar la caracteristica de la musica
(fuerty/suave, alta/baja, rapido/despacio,
largo/corto)
Recognize sound characteristics (loud/soft,
high/low, fast/slow, long/short)

8.

Reconocer el ritmo de palabras
Recognize rhythm

Hablar
Speaking
1.

Participar en discusiones
Participate in discussion

2.

Practicar nuevas palabras
Practice new vocabulary words

3.

Usar oraciones para expresarse
Use full sentences to express oneself

4.

Dar dictado a otra persona
Give dictation

5.

Contar una experiencia
Share a personal experience

6.

Vocalizar su nornbre y los nornbres de otros
Identify self and others by name

7.

Tomar el papel en una drama
Assume a role in a dramatic play

8.

Expresar pensamientos y sentimientos
Share thoughts and feelings

9.

Hacer preguntas
Ask questions

10.

Recontar cuentos y ritmos en voz alta
Retell stories and repeat nursery rhymes

11.

Contar una historia o un cuento original
Create stories
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KINDER

Objective:

For children to listen to a story so they can
dramatize what happened (R-5, S-7, L-2).

Activity:

La Gallina Roja

Description:

The teacher reads in Spanish La Gallina Roja
(The Little Red Hen). The children are asked
to retell the events of the story in their own
words. Then they divide into groups to
dramatize the story.

Evaluation:

Children discuss the lesson they learned from
the story. Their comprehension of the story
will be evidence through the skit.

Objective:

For children to follow the sequence of a story
on the flannel board (R-5). For students to
recognize position words (R-4).

Activity:

Los Zapatitos Rojos (included)

Description:

This is a story about a pair of red shoes
that want to be useful to somebody, but they
can't offer what the people want. At the end
of the story, a little girl wants to go to
school, but she doesn't have any shoes.
The little red shoes are happy to be able to
help her.

Evaluation:

Children may be asked to recall the events of
the story by volunteering to put the felt
objects on the flannel board. Those that do
not understand Spanish can follow the story
visually.

Objective:

To create oral stories (S-11)

Activity:

Own felt story

Description:

Children can work independently or in groups
to create their own stories of how they can
help someone. They can cut out felt
characters, and tell the story to the class
using the felt board.
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LOS ZAPATITOS ROJOS

Hace mucho tiempo existieron unos zapatitos rojos.
Estos zapatitos hab1an vivido en una tienda de zapatos por
mucho tiempo.

"Esto no es divertido," dijo uno de los

zapatitos rojos.
rojo.

"Yo quiero correr," dijo el otro zapatito

As1 pues salieron corriendo de la tienda.

calle abajo, zapateando, zapateando, zapateando.

Corrieron
Los

zapatitos vieron una gallina pinta.
"iAlto, ah1!" grit6 gallina Pinta.
a ustedes."
"Ahora,

"Yo quiero usarlos

De un salto se puso los zapatos rojos.

ia escarbar!" dijo gallina Pinta.

"Nosotros no
"Entonces

podemos escarbar," dijeron los zapatitos rojos.

yo no puedo usarlos a ustedes," dijo gallina Pinta.
''iV&yanse de aqu1!"

Los zapatitos rojos siguieron corriendo.

Corrieron y corrieron, zapateando, zapateando, zapateando.
Los zapatitos rojos vieron a pata Parda.
grit6 pata Parda.

"Yo quiero usarlos a ustedes."

salto se puso los zapatitos rojos.
pata Parda.

"iAlto ahf!"

"Ahora,

De un

ia nadar!" dijo

"Nosotros no podemos nadar," dijeron los

zapatitos rojos.

"Entonces yo no puedo usarlos a ustedes,"

dijo pata Parda.

"iV4yanse de aquf!" dijo pata Parda.

zapatitos rojos siguieron corriendo.

Los

Corrieron y corrieron,

zapateando, zapateando, zapateando.
Los zapatitos vieron a perro Ner6n.
perro Ner6n.

"iAlto ahf!" dijo

"Yo quiero usarlos a ustedes."

De un salto
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se puso los zapatitos rojos.
Ner6n.

"Ahora,

ia correr!" dijo perro

"Solamente somos dos," dijeron los zapatitos.

"Ahora tei necesitas cuatro zapatos."

"Entonces yo no puedo

usarlos a ustedes," dijo el perro Ner6n.
aqui!"

"iV4yanse de

Asi pu~s los zapatitos rojos siguieron corriendo.

Ellos corrieron y corrieron, zapateando, zapateando,
zapateando.
Ellos vieron a una ninita.
ninita lloraba.

Estaba descalza.

Los zapatitos cruzaron de un salto la

distancia entre ellos y la ninita.
llorar.

La

Ella los vi6 y dej6 de

"&Nos usarag?" preguntaron los zapatitos rojos.

"Correremos por ti."
la ninita.

"&Correr4n a la escuela?" pregunt6

"Si," contestaron los zapatitos rojos.

"Correremos hacia la escuela todos los di.1s."
gracias!" dijo ella.

"iGracias,

"Ahora puedo ir a la escuela."

Entonces los zapatitos rojos fueron felices.
ninita fue feliz.

La

Todos corrieron hacia la escuela,

zapateando, zapateando, zapateando.
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Objective:

For children to identify members in their
family (S-6).

Activity:

"My Family Book"

Description:

Children are asked to look through a magazine
to find pictures that look like their families.
They use these pictures to make a book
telling a story about their family.

Materials:

Magazines.

Objective:

For children to give, and read their dictation

Paper folded to form a book.

(R-10).

Activity:

(Above)

Description:

After children have finished their book, they
will tell the story of their family from the
pictures. An adult will write exactly what
the child says. The child then reads it back
to the adult.

Evaluation:

Children can read their books to a group.
adult will help the child with miscues.

Objective:

The children will listen to a story (L-1

Activity:

Grandfather and I, by Helen E. Buckley.

Description:

The teacher will read in English the above
story. She will stop intermittently to have
the children discuss, make predictions, review
what just happened. When the book is
finished, children will be asked to volunteer
to talk about their grandfather.

Activity:

Write a letter to grandfather (or other member
of the family) .

Description:

Based on the above story, the children will go
to their desks and write a letter to their
grandfather.

The

&

2).
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KINDER

Activity:

"Reunion"

Description:

The children can plan a reunion where they
invite family members. Some children may wish
to read their family books or letters to the
guests. Some prize could be given to the
child with the most family members present.

Evaluation:

Child's ability to read his own book.

Objective:

To listen to a tape to be able to repeat a
sound pattern (L-6). To recognize rhythm (L-8).

Activity:

Naranja Dulce, Lim6n Partido, cassette tape.

Description:

The children listen to this nursery rhyme.
This song is very simple to sing along with.

Evaluation:

Children sing together in a group.

Objective:

To identify initial vowel sounds (R-1).
To recognize the initial syllables (R-w).
To repeat nursery rhymes (R-7).

Activity:

Naranja Dulce, Lim6n Partido, written on a
chart or chalkboard.

Description:

Children will read together with the teacher
what they sang above. Then they will sing it
together. Then they will sing it with the tape.

Objective:

For students to follow the message of the
song (R-3).

Activity:

Dance to Naranja Dulce, Limon Partido
(included) •

Description:

The children form a circle holding hands.
One child is in the middle of the ring.
When the song says, "The one in the middle
choose someone to hug," the child does this.

Evaluation:

The children will show they understand the
song through their actions.
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NARANJA DULCE, LIMON PARTIDO

Naranja dulce, lirn6n partido,
dame un abrazo, que yo te pido
Si fueran falsos mis jurarnentos
en otro tiernpo se olvidaran

Toca la rnarcha
mi pecho llora
Adi6s, senora, yo ya me voy
a mi casita de sololoi
a corner tacos y no le doy.

Se forrna una rueda, tornandose de rnano y giran alrededor
de una nina o nino.

El que este adentro escoge a quien quiere y lo abraza.

Marean el tiernpo con los pies y se dicen adi6s tornandose
de rnano.

El nino que se escogi6 se queda adentro y el otro se sale
del juego.
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Objective:

To stimulate language development in storytelling (S-1, S-5, S-8, L-2).

Activity:

"Trouble Dolls"

Description:

There exists an Indian story that when a child
has a problem, before going to sleep she
removes a trouble doll from her basket,
whispers her problem to the doll, and places
the doll under her pillow. While the child
sleeps the doll tries to solve the problem.
The teacher can tell this story in Spanish
or English. The children then may wish to
discuss what they do when they have problems.

Activity:

Making trouble dolls.

Description:

Using various materials the
their own "trouble dolls."
the teacher can move around
to the children about their
concerns, thoughts, etc.

Materials:

Clothespins, yarn, scraps of material, a small
cardboard container with lid, strips of
colored paper, and paint.

Evaluation:

Children can display their dolls on a shelf
in the room. They can name their dolls and
label them.

Objective:

For children to write creatively (W-8).

Activity:

"How do I feel when ... "

Description:

The children can write a sentence, word(s),
or draw a picture to depict how they feel
when .... Children or the teacher can give
examples of situations.

Evaluation:

The teacher can look at the child's picture
to see if a message comes through in his
"writing."

children may make
While they work,
the room, talking
dolls, problems,
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DESTREZAS de PRIMERO
FIRST GRADE SKILLS
I.

Lectura
Reading
1.

Reconocer silabas en posici6n inicial, en medio,
y al final
Recognize syllables at the beginning, in the
middle, and at the end of a word

2.

Completar oraciones con sentido correcto
Complete sentences that make sense

3.

Formular inferencias de un cuento
Make inferences from a story

4.

Reconocer la idea central
Recognize the main idea

5.

Identificar detalles
Identify details

6.

Identificar el uso de la mayuscula
Recognize when to capitalize a word

7.

Identificar un punto, signos de admiraci6n, y
signos de interrogaci6n
Identify periods, exclamation points, and
question marks

8.

Reconocer a la vista las palabras de los colores
Recognize the color words by sight

9.

Desarollar el vocabulario de la lectura
Develop vocabulary

10.

Distinguir entre realidad y fantasia
Distinguish between fantasy and reality

11.

Identificar seguencias
Identify sequences

12.

Anticipar resultados
Draw conclusions

13.

Interpretar advinanzas
Guess riddles

14.

Usar pronombres
Use pronouns
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15.

II.

III.

Seguir un libro mientras escucha una cinta
Follow along in a book with tape

Escritura
Writing
1.

Escribir su nombre, nrtmero de telefono, su
cumpleanos, y nombre de sus padres
Write name, telephone, birthdate, and
parent's name

2.

Escribir todas las letras mayusculas y minusculas
del alfabeto
Write all the letters of the alphabet

3.

Escribir una oraci6n comenzando con una letra
mayuscula y terminando con un punto final
Write a sentence beginning with a capital
letter and ending with a period

4.

Usar letra mayuscula cuando escribe nombres
propios, y la primera palabra de una oraci6n
Recognize proper use of a capital letter

5.

Escribir creativamente sus ideas
Write creatively

6.

Separar palabras y escribir para que lo puedan leer
Write so that others can read

7.

Escribir un titulo para su historia
Write a title of a story

8.

Hacer sentido de una oraci6n que se hace falta
una palabra
Supply a word that makes sense in the context of
a sentence

Escuchar
Listening
1.

Escuchar para informaci6n
Listen for information

2.

Escuchar para poder repetir o recontar
Listen in order to repeat or retell a story

3.

Seguir instrucciones orales
Follow oral instructions
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IV.

4.

Demonstrar la habilidad de destinguir entre
varies tonos y sonidos
Discriminate between tones and sounds

5.

Escuchar a las experiencias de otros ninos
Listen to the experiences of other students

6.

Apreciar literatura para ninos
Listen with enjoyment to fine children's literature

Hablar
Speaking
1.

Discutir en grupo
Participate in group discussion

2.

Repetir rimas y ritmos
Repeat simple rhymes and rhythms

3.

Dar dictado a otra persona
Give dictation

4.

Contar una historia
Tell a story

5.

Describir personas, lugares, objectos, y
experiencias
Describe people, places, objects, and
experiences

6.

Racer reportaje de un libro
Make a simple book report

7.

Organizar los pensamientos antes de hablar
Ask questions in an organized manner
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FIRST GRADE

Objective:

To locate and copy from map the states of
Mexico (L-6, W-4, W-6)

Activity:

"Wide geographical concepts of Mexico."

Description:

The children will have a blank map of the
states of Mexico. They will look at the map
and copy the names onto their map. They will
color each in using a chart on the wall which
has the color name listed next to the color.

Materials:

Map of Mexico, blank maps of Mexico, color
chart in Spanish.

Evaluation:

Teacher can have children self-correct their
maps with a correct one.

Objective:

For child to listen for the purpose of figuring out a riddle so he can win the game
(L-1, L-2, S-2, R-13).

Activity:

"Juego de Geografia"

Description:

The teacher writes the name of a given Mexican
state on a strip of cardboard and gives it to
a student, stating the name. At the same time,
she points to this state on the map of Mexico.
She repeats this with all the states. When
all children have a strip, the game begins.
The teacher says a riddle, using the name of
a state, i.e.:
"Donde los gallos ladran y
los perros cantan no es en tabasco, es en
Sonora." When a child hears his state he
stands up and repeats the riddle. The child
then helps another child win.

Evaluation:

The children are commended when they can repeat
the riddles.
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FIRST GRADE

Objective:

For students to listen to a story
(biographical) and recreate the events in
sequence (R-11).

Activity:

Benito Juarez

Description:

Teacher reads the life story of the Mexican
hero, Benito Juarez. She then makes a copy
of the photographs and pictures in the story
to give to the children. Teacher writes the
important dates on a chart that the children
can see. The children decide which event
belongs with which photograph or they can
make their own captions.

Materials:

Photocopies of the pictures in the book,
chart.

Objective:

For children to sequence a book and write it
for others to read (W-6, W-7).

Activity:

My own book of the history of Benito Juarez.

Description:

After the kids have determined the best
caption for their pictures, they carefully
write the message below the picture. Then
they make their own book to take home.

Evaluation:

The book will demonstrate if the child
could sequence the historical events.

Objectives:

For children to learn about the different
human resources in the community, understand
briefly what their job is and what position
they hold (R-4) .

Activity:

"Community resources"

Description:

First, children read about and see a filmstrip on community helpers. Next, they
choose a particular one to study.

Materials:

Filmstrip, "Personas que trabajan en la
comunidad"
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FIRST GRADE

Evaluation:

Class discussion about the main roles of the
various community workers: policeman,
mailman, fireman, immigration officer.

Objective:

For children to work in a group to put
together a written or oral report on a
community resource of their choice
(R-4, S-1, S-5, S-6).

Activity:

"Oral report"

Description:

The children will use library and classroom
materials to obtain information about the
resource they are studying. When they feel
they have enough information, they decide how
to present it to the class.

Evaluation:

On group participation and contribution.

Objective:

Make an informational book (W-1).

Activity:

"Safety and resource book"

Description:

The children will make a book for use in the
home, school, or in case of emergencies.
This book will include their name, address,
and phone number; the names of their parent(s);
and important resources in the community.
These books can be decorated and illustrated.
A paper or tape binding can be made.

Evaluation:

The book must be useful. That is, it must be
easily read by others, and important numbers
should be easy to find.

Objective:

To question orally visitors to the classroom

(s- 7)

•

Activity:

Community resources"

Description:

Representative people are invited to the
classroom to talk about their jobs.

Evaluation:

Children prepare questions before the speaker
comes.
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FIRST GRADE

Objective:

For the child to identify, distinguish, and
use adjectives (S-5, W-8, R-2, R-9).

Activity:

"The community I live in"

Description:

The teacher will prepare two sets of cards.
One set will have nouns written on them and
the other will be composed of adjectives.
Each set should contain at least 20 cards,
with the adjective set being larger to aid
in the development of a richer vocabulary.
The children will select one card with a
noun, and then select one or maybe several
cards with appropriate adjectives to describe
that noun. The children should be encouraged
to make as many sentences as they can to
describe the community in which they live.
For example, some of the nouns might be:
iglesia, calle, escuela, barrio, hospital,
municipio, etc. Some of the adjectives might
be: linda, serio, hermosa, alurnbrada, sucia,
desierta, bondadosa, depromida, interesante,
bullicioso, ventosa, extrano, danino, fuerte,
cuidadosa, caluroso, maravilloso, bueno, fino,
alegre, p&lido, callada, largo, ancho, profurido, excellente, etc. The sentences could
read like this: La iglesia es un sitio serio
y maravilloso. El hospital es un edificio
interesante. Mi barrio es bullicioso y
caluroso en el verano.

Materials:

Noun and adjective cards.

Evaluation:

The students will read sentences out loud and
the audience will decide if it makes sense.

Objective:

Children will listen to cassette tapes and
follow along in a book (L-1, R-15).

Activity:

Carocolitos listening center.

Description:

Six children will use headphones to listen
to a topic-related casette from Economy's
Carocolitos book and tape set. The children
follow along in their individual books.

Materials:

Carocolitos book and tape set.
6 earsets.

Listening post.
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DESTREZAS de SEGUNDO
SECOND GRADE SKILLS
I.

Lectura
Reading
1.

Usar combinaciones de consonantes
Use consonant combinations

2.

Clasificar palabras (fruta, animales)
Classify words (fruits, animals)

3.

Reconocer diptongos
Recognize dipthongs

4.

Distinguir entre sonido fuerte y suave deg y c
Distinguish between strong and soft g and c

5.

Identificar sin6nimos y ant6nimos
Identify synonyms and antonyms

6.

Usar el punto, signos de admiraci6n, y signos
de interrogaci6n
Use a period, comma, exclamation point, and a
question mark

7.

Identificar sustantivos (persona, cosa, lugar)
Identify nouns (person, place, thing)

8.

Identificar verbos
Identify verbs

9.

Identificar plurales
Identify plurals

10.

Ordenar palabras alfabeticamente hasta la
segunda letra
Alphabetize words to the second letter

11.

Encontrar palabras en el diccionario
Find words in the dictionary

12.

Obtener detalles de la lectura
Obtain detail from a story

13.

Racer inferencias sobre la lectura
Obtain inferences from a story

14.

Poner en secuencia los eventos de una lectura
Secuence the events of a story
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II.

15.

Hacer predicciones de una lectura
Make predictions from a story

16.

Desarollar el vocabulario de una lectura
Develop vocabulary from a story

17.

Seguir instrucciones escritas
Follow written instructions

18.

Resumir una historia
Summarize a story

19.

Reconocer causas y efectos
Recognize cause and effect

20.

Identificar diminutives
Recognize diminutives

21.

Reconocer acentos en las palabras
Recognize accents on words

22.

Identificar sufijos y prefijos
Identify suffixes and prefixes

Escritura
Writing
1.

Escribir un titulo para un cuento
Write a title to a story

2.

Predecir y escribir el final de una historia
Write a different ending to a story

3.

Escribir una carta y poner la direcci6n en el
sobre
Write a simple letter and adress the envelope

4.

Participar en el proceso de escribir (pensar,
escribir, revisar, correjir, y compartir)
Participate in some aspect of the writing process
daily (prewrite, write, revise, proofread,
share writing)

5.

Participar en actividades
ideas, discutir, dibujar,
escuchar, leer, observar)
Participate in prewriting
discuss, draw, dramatize,
observe)

preescribir (formar
dramatizar, discutir,
activities (brainstorm,
speak, listen, read,
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6.

Identificar prop6sitos para escribir
Identify purpose for writing

7.

Hacer un borrador
Make a rough draft

8.

Examinar su propio escrito
Proofread own writing

9.

Revisar las ideas (ideas completas, la secuencia)
Revise for ideas (completion of ideas,
sequence of ideas)

10.

Revisar la
completas,
Revise for
sentences,

estructura de las oraciones (oraciones
y con variedad)
sentence structure (complete
and variety in sentence type)

11.

Redactar la ortografia, la puntuaci6n, y el uso
de letras mayusculas
Edit for spelling, punctuation, and capitalization

12.

Redactar la concordancia de sustantivo o verbo y
sustantivo o adjetivo
Edit for usage (subject verb agreement, variety of
description words)

13.

Revisar y correJir si es necesario
Rewrite when needed

14.

Revisar la copia final
Proofread final draft

15.

Compartir o publicar la copia final
Share or publish final draft

16.

Escribir un historia basada en una experiencia personal
Write a personal experience narrative

17.

Escribir una historia creativamente
Write an imaginative story

18.

Escribir un reportaje basado sobre observaci6n
personal
Write a report based on personal observations

19.

Escribir una carta
Write a letter

20.

Escribir un poema
Write a poem
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III.

Iv.

Escuchar
Listening
1.

Seguir instrucciones orales
Follow oral instructions

2.

Escuchar para obtener detalles
Listen for detail

3.

Escuchar para obtener sentido general
Listen for main idea

4.

Escuchar a los opiniones de otras personas
Listen to the opiniones of others

5.

Escuchar a poesfa, cuentos, drama, pelfculas, y
reportajes
Listen to poetry, stories, plays, films, and
class reports

6.

Predecir la parte final de una historia
Make predictions about the outcome of a story
while listening to it

Hablar
Speaking
1.

Discutir en un grupo
Participate in group discussions

2.

Recontar una historia
Retell a story

3.

Usar palabras descriptivas para contar un cuento
Use descriptive words to tell a story

4.

Dar un reportaje en frente de un grupo
Give an oral report

5.

Hacer recitacfon
Give a recitation

6.

Discutir noticias diarias
Discuss current events

7.

Participar en una obra dramatica
Participate in dramatic presentations
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SECOND GRADE

Objective:

For students to read about and recreate an
old Native American tradition (R-14, R-17).

Activity:

"Indian Sand Painting"

Description:

The teacher reads the book, Tinker and the
Medicine Man, by Bernard Wolf. This story
tells about a Navajo boy who lives in
Monument Valley, Arizona, and wants very
much to be a medicine man like his father and
grandfather. Sandpainting is part of a
Navajo curing ceremony presided over by a
chanting medicine man. A sick person sits
on a sand painting that has been made by
smoothing ground sand into a flat four-foot
circle.
In the center of the circle, the
medicine man paints a sacred form symbolizing
one of the Navajo gods. Children can follow
the procedure of the traditional ceremony
using sand paintings they have created.

Evaluation:

Children may decide to write a book describing the tradition and procedure of sandpainting. Applying glue with a paintbrush
moistened in water, and sprinkling a mixture
of equal parts of powdered paint and cornmeal,
the child can make a facsimile in his book.

Objective:

Child will use the writing process to
summarize the talk of a guest speaker
(W-4, W-5, W-6, W-7, W-18).

Activity:

"Native Americans and their connection with
the Earth"

Description:

Teacher will invite a Native American in to
talk to the children about tradition and how
the Indians depended and love(d) the earth.
After speaker is gone, there will be a class
discussion. The teacher will record the
children's observations on the chalkboard.
Next, children will be asked to reflect on
what they learned from the speaker and asked
to write a report in this manner:
(1) think,
(2) jot down ideas, (3) write, (4) correct and
revise, (5) share with others, (6) final
revision and final draft.
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SECOND GRADE

Objectives:

For children to write an imaginative story,
poem, or legend based on the origen of a
food (crop) (R-13, W-2, L-5, W-17, W-20).

Activity:

Mexico's corn legend

Description:

Mexico's corn legend says that when the gods
first wanted to bring man into the world,
they decided that they should not do so until
they had prepared a food fit for him to eat.
The great god Quetzacoatl took on the task.
He transformed himself into an ant and stole a
precious kernel of corn. The grain it produced
was excellent. The gods agreed that it would
truly nourish human beings. And so they
created the first man, and man has been
nourished ever since. Now when people say that
the crusty white roll will eventually replace
the corn tortilla which is the bread of the
country, others laugh at the idea and say,
"Man is meant to live on corn, just as the
legend tells us." The teacher can tell this
story to the children or have a child read it.

Activity:

"Read a comical 'big book'"

Description:

Mazorquita is a very interesting big book
written in Spanish and English.
It gives a
satirical history of corn. All the characters
in the story are relatives or products of the
corn. The children can listen to the book,
read it themselves, etc. The teacher may want
them to categorize the corn products or
diagram the origin of corn, etc.

Evaluation:

The children will author their own stories
about the real or make-believe origins of
different foods.
The stories can be read to
the class.
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SECOND GRADE

Objective:

For the children to recognize the four food
groups and be able to categorize the foods
they eat into these groups (W-5, W-6, S-1).

Activity:

"Food groups"

Description:

First the children make written lists of what
they can remember eating that week. Then the
whole class works together to brainstorm the
items. These are written on the front board.
The teacher presents a chart showing the four
groups in Spanish. The children begin to
categorize the food items into the four groups.
The children then look back at their lists and
examine how they could have eaten a more
balanced meal (member from each food group).

Materials:

Four food groups chart in Spanish.

Evaluation:

The children can write a "recommended meals"
list for use in the home.

Objective:

For children to compare similarities and
differences between "typical" Mexican foods
and "typical" American foods.

Description:

Children list typical Mexican foods and typical
American dishes. They might include, for
example, a taco and a hamburger. Then they
look at the similarities between these two
foods (i.e., meat, bread, cheese, lettuce,
tomato, or onion.

Evaluation:

A food tasting party of balanced traditional
foods.
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SECOND GRADE
Objective:

For children to plan, research, report, and
display samples of artesania.
(All language
arts skills)

Activity:

"Artesanias de M~xico"

Description:

Teacher gives brief description of the
different materials: clay, wood, ceramics,
straw, metal. She shows books, examples of
products, etc. The children may be asked to
bring things from home, or have parents come
in and show them. The children decide what
materials to use and who to work with in
creating their own object using any combination
of these materials. After the products are
finished, a story is written describing them.
They are labeled and displayed for the other
children to see. The children can give oral
reports on their project.

Materials:

Construction paper, clay, any materials from
home.

Evaluation:

The project itself can be voted on by the
class. The written reports can be turned in.
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DESTREZAS de TERCERO
THIRD GRADE SKILLS
I.

Lectura
Reading
1.

Reconocer sustantivos y pronombres
Recognize nouns and pronouns

2.

Reconocer el sujeto de una orac1on
Recognize the subject of a sentence

3.

Reconocer el USO correcto del verbo
Recognize the correct use of verbs

4.

Reconocer el predicado de una orac1on
Recognize the predicate of a sentence

5.

Usar la puntuaci6n apropiada que necesita una
oracion (incluyendo el punto, signos de
interrogaci6n, admiraci6n, y la coma)
Use the punctuation necessary for a sentence
(including the period, question marks,
exclamation point, and comma)

6.

Reconocer adjectivos
Recognize adjectives

7.

Reconocer tipos de oraciones (interrogativas,
declarativas, y exclamativas)
Recognize types of sentences (questions,
declaratives, and exclamations)

8.

Reconocer proposiciones
Recognize prepositions

9.

Reconocer el orden alfabetico hasta la tercera
letra
Recognize alphabetical order up to the third letter

.

~

.

~

10.

Localizar palabras en el diccionario
Find words in the dictionary

11.

Reconocer partes de un libro (tftulo, autor,
capitulo, sub-capitulo, tabla de contenido,
indice, glosaria)
Recognize parts of a book (title, author, heading, subheading, table of contents, index, and glossary)

12.

Reconocer partes de una carta (salutaci6n, cuerpo,
despedida)
Recognize parts of a letter (salutation, body,
closing)
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II.

13.

Identificar antonimos y sinonimos
Identify antonyms and synonyms

14.

Usar acentos correctamente
Use accents correctly

15.

Formar palabras compuestas
Form compound words

16.

Obtener detalles de una lectura
Obtain details from a story

17.

Obtener la idea central de una lectura
Obtain the main idea of a story

18.

Hacer inferencias sobre una lectura
Draw inferences from a story

19.

Poner en sequencia los eventos de una lectura
Put in sequence the events of a story

20.

Usar claves de contexto
Use context clues

21.

Reconocer causas y efectos
Recognize causes and effects

22.

Identificar las caracteristicas de personajes
en una lectura
Identify the characteristics of the characters
in a story

23.

Distinguir entre fantasia y realidad de una
lectura
Distinguish between fantasy and reality

24.

Seguir instrucciones de una lectura
Follow instructions of a story

25.

Leer las noticias
Read critically current events

Escritura
Writing
1.

Escribir y corregir su propio escrito
Write and proofread own story

2.

Usar correctamente un punto, el punto de
interrogaci6n, y punto de admiraci6n
Use period, question mark, and exclamation
point correctly
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3.

Deletrear palabras basicas a la golpe
Spell basic sight words

4.

Escribir en letras cursivas
Write in cursive

5.

Usar comas en oraciones simples
Use commas in a simple series

6.

Escribir parafos simples, utilizando sangraci6n
Write a simple paragraph, using indentation

7.

Identificar en una oraci6n el sujeto y predicado
Identify subject and main verb (predicate) in a
sentence

8.

Usar letra mayuscula para los propios y
abreviaturas
Capitalize proper nouns and abbreviations

9.

Racer un borrador
Write a first draft

10.

Examinar su propio escrito
Proofread own writing

11.

Revisar segun las ideas--ideas completas, secuencia
de ideas
Revise for ideas -- completion of ideas, secuence
of ideas

12.

Revisar la estructura de una oraci6n
(oraci6n completa, various tipos de oraci6n)
Revise for sentence structure (complete
sentences, variety of sentence types, expanded
sentences)

13.

Revisar el uso de palabras (pronombres, adjectives,
palabras correctivas, etc.)
Revise for word usage (pronouns, adjectives,
correct word choice, etc.)

14.

Redatar la concordancia
Edit for usage

15.

Redatar la ortografia, la puntuaci6n, y el uso
de letras mayusculas
Edit for spelling, punctuation, and capitalization

16.

Revisar y corregir si es necesario
Rewrite paper when needed
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III.

IV.

17.

Re-leer la copia final
Proofread final draft

18.

Compartir o publicar la copia final
Share or publish final draft of paper

19.

Escribir una historia basada en una experiencia
Write a personal experience narrative

20.

Escribir creativamente
Write an imaginative story

21.

Escribir un reportaje basado en observacion
Write a report based on a personal observation

22.

Escribir una carta
Write a letter

23.

Escribir un poema
Write a poem

Escuchar
Listening
1.

Escuchar para recontar
Listen to retell

2.

Escuchar para formar opinion
Listen to formulate opinion

3.

Escuchar antes de discutir en grupo
Listen in preparation for group discussion

4.

Escuchar y responder a las opiniones de otros
Listen and react to other's opinions

Hablar
Speaking
1.

Dar SU opinion
Give opinion

2.

Contar una historia
Tell a story

3.

Dar un reportaje de un libro
Give a book report

4.

Hacer un informe oral
Report on an event
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5.

Discutir noticias
Discuss current events

6.

Participar en drama
Participate in dramatic presentations

7.

Dar un discurso persuasive
Present a persuasive speech

8.

Practicar hablar al publico--tecnica dramatica
de volume, voz, expresi6n, y uso de gestos.
Practice public speaking--dramatic techniques
of volume, expression, and appropriate gestures;
fluency of speech; and directing volume toward
audience.
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THIRD GRADE

Objective:

For students to do research, using library or
asking family members about holidays
celebrated by Mexican-Americans (L-3, L-4, S-4).

Activities:

"Mexican-American holidays"

Description:

For several days groups are going to work on a
holiday theme.
The groups will have their
choice of the following:
Holy Week and Easter
Las Posadas
All Saints and Souls Day
Cinco de Mayo
24 de septiembre
They will choose one of these holidays to
investigate. The teacher can suggest
activities such as the history or origin of the
holiday in an oral or written report form,
making traditional costumes and modeling them,
having a guest speaker come in to talk about
the holiday, or giving a party to celebrate it.
But, essentially, it is a group project that
is planned accordingly. The students should
be guided by the teacher as to where to find
resources, how to approach a problem, etc.
The teacher can give the students a general
time frame to work under.

Evaluation:

After the presentations, the children could be
given a test on the meaning and practices
associated with these particular holidays.
(See attached description.)
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HOLY WEEK AND EASTER

Holy Week in Mexico City is not as religiously oriented
as in years past, for many of the people leave to visit
Acapulco or other resort spots.

In some areas, however, the

religious significance of Holy Week and Easter is set in
motion three days before Easter, beginning with Maundy
Thursday rituals and Passion Plays on Good Friday.

During

this time the women dress in black and the men wear black
ties.
During the last week before Easter, figures of "Judas,"
made of papier mache and filled with powder, are purchased.
These brightly painted figures are sometimes shaped like
devils, monsters, or politicians and are strung up and
exploded the morning before Easter.

This is the Judas

festival, the symbol of punishment for the traitor of Jesus.
Easter Sunday throughout Mexico is a day of quiet
worship with serene music in the churches.
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LAS POSADAS
December 16-24

In Mexico, Las Posadas are celebrated nine days before
Christmas to commemorate the journey of Mary and Joseph
from Nazareth to Bethlehem, searching for posadas (lodging)
each night.

The posadas are carried out from December 16 to

24 with a gay fiesta which is climaxed by breaking the pinata.
The pinata, a hollow figure made of paper in the form of a
star, flower, animal, or toy, is filled with fruits, candies,
and small presents.
The posadas take place in the form of a group of people
that form a procession with lighted candles as they parade
down the street.

At the head of the procession are two

children carrying a small reproduction of Mary and Joseph.
As the procession goes from house to house, they ask for
lodging.

Las Posadas are usuallysungwith a group asking

for lodging and a group refusing.
When the kind innkeeper is finally found and the door
is opened, the group is welcomed inside the house.
comes the Mexican tradition of breaking the pinata.

Then
The

children are blindfolded and spun around one at a time.
They swing at the pinata as someone pulls a string to keep
them from hitting it.

When one is successful, all the

children scramble for the goodies which fall out of the
pinata.
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ALL SAINTS AND SOULS DAY
November 1 and 2

The people of the United States are usually shocked to
learn about the Day of the Dead and how it is celebrated in
Mexico.
The celebration of All Souls Day, although it has
interesting Aztec and Mayan embellishments, is in the direct
European tradition and echoes in many Italian and Spanish
villages.

In New Orleans, some families troop out to the

cemeteries with baskets of food and bottles of the best wine
to enjoy a picnic in the cemetery.
By the middle of October, the candy shops, bakeries,
and gift shops are displaying confections and toys for "El
Dia de Los Muertos.''

Sugar skulls made of candy and choco-

late are cheerfully decorated for the little dead ones.
A special play, Don Juan Tenorio, the story of a wicked
man who is saved by the pure soul of Dona Ines, who loved
him, is given in the theaters.
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ALL SAINTS AND ALL SOULS DAY
CELEBRATED BY MEXICAN CHILDREN IN A SIMILIAR WAY TO HALLOWEEN
(X)

1..0

Please note: An image on this page was redacted due to copyright concerns.

90
CINCO DE MAYO
LA BATALLA DE PUEBLA

En este dfa se llev6 a cabo una batalla entre el
ejercito mexicano y el ejercito frances, puesto que los
franceses trataban de aduenarse de la ciudad de Puebla.
En esta ciudad existen dos cerros que llevan los nornbres
de Loreto y Guadalupe donde se encuentran unos fuertes; era
allf donde estaba el ejercito mexicano, pues de esta manera
se podfa cuidar mejor la diudad.

Sabiendo que Francia se

queria apoderar de Puebla, siendo que Mexico le debfa
dinero a ese pafs, el ejercito mexicano se empez6 a preparar
para poder cornbatir contra los franceses.

Fue asf, que

debido a la bueno posici6n en que se encontraba nuestro
ejercito, se logr6 ganar esta batalla.
Sin embargo, en esta fecha nose recuerda la batalla
solamente, sino tarnbien al general que mandaba el ejercito
quien en esta lucha di6 muestras de gran valentia al
ponerse a pelear al frente de todos los mexicanos.
nornbre de este general era Don Ignacio Zaragoza.

El
Gracias

a el, se logr6 un triunfo mas para Mexico.
En la actualidad, se llevan a cabo una serie de
celebraciones para conmemorar esta fecha en memoria del
general.
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THE MEANING OF MAY 5TH

We will always remember with just pride this immortal
date which recalls the glorious triumph of Mexico over the
French army.
First in the world of those times, the French
army thought to conquer the country with the greatest of
ease, and paid dearly for its audacity. What was the motive
of such a scheme?
At that time, Mexico's reputation in the world was low
because of its bad government officials. First, these
officials advertised the riches of Mexico to the world.
These descriptions attracted the interest of the great
European powers. Then, these Mexican officials provided the
excuse for foreign intervention by suspending temporarily
the payment of debts contracted with England, France, and
Spain. When Mexico did not pay, these countries demanded
money or territory as a guarantee against future payment.
The English were not interested in territory; they were
interested in recovering their money. They did not care who
recovered it for them. The dispute among the powers was
over who should do the "recovering." The choice was between
Spain and France. Spain, having lost Mexico early in the
century, was the more determined to intervene. But
Napoleon III of France saw in Mexico what he thought was an
easy way to add lustre to the French arms. From intervention, he could come away with part of Mexico's national
territory--Sonora and Lower California--where a French
colony could be established. Further, he could establish a
monarchical government in Mexico (he had noted the influence
of some powerful Mexicans who desired a monarch and who
would accept it very willingly).
Laurences, who commanded the French Army, arrived at
Vera Cruz on March 5, 1862, and wrote to his government
immediately, assuring it that the conquest of Mexico would
be an easy thing.
The illustrious Benito Juarez dedicated himself to the
defense of the country, and exhorted all Mexicans to forget
any differences of opinion and unite in the common defense.
He was a man in the right; he knew what to do and did what
had to be done.
Spain and England withdrew from the intervention when
they saw what was happening. Only France continued in the
undertaking.
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General Don Ignacio Zaragoza was commandant of the
Mexican forces.
On May 5, 1862, a date never to be forgotten in Mexican history, the first real battle took place.
The invader was humiliated and defeated.
The battle
immortalized the names of Zaragoza and his aides: Negrete,
Berriozabal, Dfaz, Mendez, Lamadrid, Escobedo, and Martinez.
It was demonstrated in this encounter at Puebla that the
invaders were not invincible. The Mexicans could, and did,
defeat them!
Among those who wrote the glory of Puebla with their
blood, courage, and fearlessness, were the Zacapoaztlas
Indians. They repelled the French with hurricane force.
The forts of Loreto and Guadalupe at Puebla remain as eternal
and mute sentinels of the bravery of the Mexican soldier, who
risked death to defend his country.
The French intervention lasted five years. The French
"empire" fell on the 19th day of June, 1867. At 7:15 in the
morning of that day, Maximilian, Miramon, and Mejia were
executed in the hill of the bells in Queretaro. These last
two were Mexicans, traitors to their country.
Mexico, after a century and a half struggle for its
liberty, has seen the dawn of a new, progressive country.
Now, with its economy firmly established, with its tireless
campaign against illiteracy, and with its prestige as a
pacifist country, Mexico has won a place in the family of
nations.
Indisputably, this place rests on the foundation laid
by those who did not hesitate to offer the supreme gift of
life itself on the altars of defense for their homeland and
its cherished ideals, making as valid today and tomorrow-as it was yesterday--the immortal words of Juarez: BETWEEN
TWO INDIVIDUALS AS BETWEEN NATIONS, RESPECT FOR ANOTHER'S
RIGHT IS PEACE!
Reprinted from
Los Rayos Magazine 1969
Latin American Library
1457 Fruitvale Avenue
Oakland, California
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THIRD GRADE

Objective:

Children will read a paraphrased version of
the legend, and re-enact the series of events
in a skit (R-16, R-17, R-19, R-22, R-23,
S-6, S-8) .

Activity:

Story, The Legend of the Virgin of Guadalupe
(included) .

Description:

A paraphrased version of this symbolic
legend should be made and copied in both
Spanish and English. The children each
take a copy and read it silently. They
then discuss the legend and the significance
or meaning behind (inferred) what they have
read. Volunteers act out the scene, using
dramatic voice.

Evaluation:

A written summary can be made and graded.
This summary can be attached to the enclosed
picture, which the kids may wish to color
with colored pencils or crayons.

94

The Legend of the Virgin of Guadalupe

The Legend of the Virgin of Guadalupe tells the story
of a poor Indian named Juan Diego who had become a Christian.
One day in 1531, the legend says, a beautiful dark-skinned
lady appeared suddenly before him on a mountain trail.

She

told him that she had come to take care of his people and
asked him to tell the bishop to build a church on the place
where she stood.

Juan was certain that she was a Christian

saint, but the bishop would not believe that a saint had
appeared to a poor Indian boy.

Again and again Juan tried

to persuade the bishop, but without success.

When he

confessed to the Virgin that he could not make the bishop
believe, lovely roses sprang up on the barren hillside.

The

Virgin said they were a token for the bishop, and Juan
wrapped them in his cape and carried them away.

When he

appeared before the bishop and opened his cape to show the
roses, a marvelous picture of the Virgin appeared on the
shabby cloth.

Then, at last, the bishop believed.

He built

a church in honor of the Virgin at the spot where Juan had
seen her.
The Virgin of Guadalupe, as she is called, is well
loved throughout Mexico.
in the city of Mexico.

The church that is her shrine is
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The Day of Our Lady of Guadalupe
December 12

On December 12, Catholics in all the Americas and especially those in Mexico, commemorate the vision in 1531 of
Our Lady of Guadalupe to a poor Indian named Juan Diego.
On this day, thousands are seen making the pilgrimage
on foot to the shrine of Guadalupe near Mexico City.

Upon

their return, the people carry back relics and souvenirs
to remind them of their visit.

Also on this day the Indian

dancers from all over the Republic dance in her honor.
The church, which is the largest and most impressive
in America, had its first stone laid in 1563.

The

construction lasted for almost three hundred years.

The

magnificent work was finally accomplished and decorated with
treasures and donations from the rich and poor, which can
be considered the fruit of faith.
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THIRD GRADE

Objective:

For students to read and critique current
events (S-5, R-15).

Activity:

"Political figures in the news."

Description:

Children can be asked to bring newspapers
and magazines from home.
In class, they
will find a current political figure they
are interested in finding more about. They
will cut the article out, read it, and try
to summarize the main idea. Next, the class
will discuss the different figures and talk
about ideas they represented. They will be
encouraged to see opposite sides of the
opinion or issue. The teacher will give the
child a list of terms (such as Republican,
Democrat, conservative, liberal, right or
left wing, hard-nosed, war-monger, etc.) to
look at. The children will split up in pairs
to figure out the meanings. They can go to
the library, use dictionaries, ask other
people, etc.

Evaluation:

A debate within the pairs will take place
about any one issue they agree to.

Objective:

For the children to write a formal business
letter to a politician (W-22).

Activity:

"A letter to a politician (Hispanic)."

Description:

The class will discuss why one might want to
write a letter to a politician and what
difference it might make. The kids will
decide who to write to and compose the
letters. Some letters may be sent.

Evaluation:

The letter will be corrected and graded for
format, content, meaningfulness, and neatness.

Objective:

For the children to gain understanding into
the life and role of a politician.

Activity:

"A visit from a politician (Hispanic)."
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Description:

A local political figure will visit the
classroom. The children will be responsible
for interviewing him, taking pictures,
introducing him, writing a news report on
him, or whatever is appropriate.

Evaluation:

Children can be tested over the content of
what the guest speaker said and who he is,
etc.
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DESTREZAS de CUATRO
FOURTH GRADE SKILLS
I.

Lectura
Reading
1.

Reconocer sustantivos, pronombres propios
Recognize nouns, pronouns, and proper nouns

2.

Reconocer el sujeto y predicado de una oraci6n
Recognize subject and predicate in a sentence

3.

Usar acentos correctamente
Use accents correctly

4.

Reconocer adjetivos y adverbios
Recognize adjectives and adverbs

5.

Reconocer las partes de un libro
Recognize parts of a book

6.

Comprender diferentes tipos de materias visuales
Understand different types of visual aids
(tables, charts)

7.

Obtener detalles de la lectura
Obtain story details

8.

Obtener la idea central de una lectura
Obtain the main idea of a story

9.

Hacer inferencias sobre una lectura
Make inferences from a story

10.

Usar claves del contexto
Use the context clues

11.

Reconocer causas y efectos
Recognize cause and effect

12.

Hacer predicciones de una lectura
Make predictions of a story

13.

Resumir una lectura
Summarize a story

14.

Identificar las caracteristicas de los
personajes de una lectura
Identify the characteristics of the
characters in a story
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II.

15.

Seguir instrucciones escritas
Follow written directions

16.

Usar el diccionario y la enciclopedia
Use the dictionary and encyclopedia

17.

Reconocer y hacer comparaciones
Recognize and make comparisons

18.

Distinguir entre hechos y opiniones
Distinguish between facts and opinions

19.

Reconocer y usar similes, metaforas, y modismos
Recognize and use similes, metaphores, and
idioms

Escritura
Writing
1.

Escribir y identificar partes de una carta
Write and recognize parts of a letter

2.

Escribir un poema
Write poetry

3.

Tomar notas de una lectura
Take notes

4.

Escribir un reportaje de un bosquejo
Write a report from an outline

5.

Usar varias formas de oraci6n
Use a variety of sentence patterns

6.

Identificar verbos
Identify action verbs

7.

Identificar nombres comunes y propios
Identify common and proper nouns

8.

Usar letra mayuscula para titulos profesionales
Capitalize professional titles

9.

Usar letra mayuscula en anotar titulos y
nombres de libros y revistas
Capitalize the first and important words
of books and titles

10.

Demonstrar mejoramiento de caligrafia
Show increasing penmanship skills with pencil
and pen
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III.

11.

Entender y practicar el proceso de escribir
Understand and practice the writing process

12.

Usar letra mayuscula al comenzar una citaci6n
Capitalize the first word of a quote

13.

Desarollar una lista de terminos tecnologicos
Develop a core vocabulary to include content
areas and occupational terms

14.

Examinar y redatar su propio escrito
Proofread and edit own writing

15.

Identificar pronombres singulares y plurales
Identify singular and plural pronouns

16.

Identificar adjectivos
Identify adjectives

17.

Identificar adverbios
Identify adverbs

18.

Escribir un reportaje basado en una historia
Write a report based on a reading selection

19.

Escribir docurnentos de negocio (anuncio)
Write for business purposes, i.e., answering
advertisement

20.

Escribir la conclusion de un historia
Write the conclusion to a story

21.

Escribir un bosquejo
Develop an outline

Escuchar
Listening
1.

Escuchar sin interrupir a otras personas
Listen without interrupting others

2.

Escuchar varios tipos de presentaci6n
Listen to different speech styles

3.

Escuchar para poder resumir
Listen to summarize

4.

Escuchar para poder recontar
Listen to retell
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IV.

5.

Escuchar para notar detalles, para hacer
generalizaciones, para recordar
Listen for different intents: to remember
details, to summarize, and to memorize

6.

Escuchar para adivinar
Listen to guess an answer

7.

Escuchar para recorder detalles
Listen for details

8.

Escuchar y tomar notas de un dictado
Take notes from dictation

Hablar
Speaking
1.

Hablar claramente con espontaneidad
Speak clearly and spontaneously

2.

Hablar, usando various modos de ser
Speak, using various moods

3.

Describir una persona, lugar, o cosa,
utilizando adjectivos
Use adjectives to describe people, places, and
things

4.

Usar palabras nuevas en contexto
Use new vocabulary words

5.

Contar adivinanzas y bromas
Tell riddles and jokes

6.

Organizar y expresar bien sus ideas
Organize and express ideas well

7.

Dar discursos y reportajes
Deliver oral speeches and reports
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FOURTH GRADE

Objectives:

For students to listen to a legend and
write a summary (R-13, L-3, L-4, L-5).

Activity:

"The founding of Tenochtitlan"

Description:

The teacher will tell the legend of the
founding of Tenochtitlan to the class. A
teacher-made transparency of the eagle and
the serpent will be shown while telling the
story.

Materials:

Tenochtitlan story, pattern for transparency
and sequenced story through pictures
can be found in Santa Cruz Valley School
District #35 Resource Center.

Evaluation:

The students will write a story about the
founding of Tenochtitlan following drawings.

104

FOURTH GRADE

Objective:

The students will identify and role-play
the leaders in the conquest of Mexico (L-4,
R-13, 4-14).

Activity:

"The conquest of Mexico"

Description:

The teacher will introduce the conquest of
Mexico by describing the opposing leaders,
Hernan Cortes and Montezuma. The teacher
will describe the legend of Quetzalcoatl.
The students will divide into two groups,
Spaniards and Aztecs, and will dramatize
the conquest of Mexico.

Evaluation:

Students are given homework of finding different
versions of the conquest in books written in
Spanish and English. The students in their
skit will try to depict the real story.

Objective:

Given the information about the three types
of Spanish settlements in the Southwest-missions, presidios, and pueblos--the students
will be able to name one of the types and give
its purpose (R-17, L-4, S-6, S-7).

Activity:

"Spanish settlements in the Southwest"

Description:

Teacher writes the words missions, presidios,
and pueblos on the board. The students will
offer their ideas on the types of buildings
and the purpose of them on paper.

Activity:

Field trip to Tumacacori mission, Tubae
presidio, and other nearby signs of Spanish
settlement.

Evaluation:

The class will be divided into three groups.
Each group will choose a type of settlement and
will create a mural depicting that settlement.
The murals should be displayed in the room
or hallway.
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FOURTH GRADE

Objective:

To listen, read-along, and summarize
artistically the Mexican Independence
(R-13, R-14, L-3, S-5).

Activity:

El 16 de septiembre

Description:

The students will listen to an audiotape
and read along silently. After a brief
guided discussion of the contents, the
students will color the booklet.

Materials:

Audiotape entitled Miguel Hidalgo y Costillo,
en espanol.
(Story and riddles about the
story included.)

Evaluation:

The students will answer the riddles accompanying
the materials. The students will do the sequencing and classifying exercise accompanying the
materials.

Objective:

The students will read silently a poem and give
their interpretation (R-19).

Activity:

"History through poetry"

Description:

Students will read "Corrido de la Independencia"
and put it in their own words. They will also
read Poems by A. L. Jaurequi and discuss in
large group.

Evaluation:

Children compose their own songs or poems
about the Mexican Independence.
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16 DE SEPTIEMBRE
LA INDEPENDENCIA DE MEXICO

Una de las fechas mas importantes que se celebran en
Mexico, es la del 16 de septiembre.

En esta fecha en el ano

de 1810 se inicio la lucha por la independencia de nuestro pafs.
Mucho tiempo antes habian llegado a Mexico un grupo de
espanoles y estos, al darse cuenta de toda la riqueza que habia
en nuestra patria, trataron de aduenarse de ella, creyendo que
iba a ser facil dominar a los indios.
Al principio lo consiguieron, per despu~s de un tiempo
los indios empezaron a cansarse del mal trato que se les daba,
pues los trataban como esclavos; es decir, eran ellos los que
hacfan todo el trabajo.
De esta forma llegaron a juntarse todos para pelear por
sus derechos y asf empez6 la lucha por la independencia.

Al

principio fueron guiados por un sacerdote cat6lico que se
llamaba Don Miguel Hidalgo y Costilla quien les ayud6 a que
se organizaran para poder combatir.

A Don Miguel Hidalgo y

Costilla se le conoce con el nombre de "Padre de la Patria."
Gracias a el, despues de 11 anos de lucha se logr6 la
independencia de M~xico y desde entonces se lucha y se
trabaja para lograr un mayor progreso del pafs.
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SEPTEMBER THE 16TH
MEXICAN INDEPENDENCE DAY

The 16th of September is one of the most important
dates celebrated in Mexico.

It was on this date in the year

1810 that the battle for independence in Mexico was started.
Long ago, a group of Spaniards arrived in Mexico and
upon seeing the many riches that Mexico had, tried to take
over the country.

These people, the Spaniards, believed that

the Indians could be easily dominated.
For a time the Spaniards were able to keep the Indians
under their rule, but after a while the Indians refused to
be treated so badly.

They no longer wanted to be treated

as slaves.
Therefore, they decided to unite in order to fight for
their rights.

Thus the battle for independence started.

The man who led them in the beginning was a Catholic priest
named Don Miguel Hidalgo y Costilla.

He helped them

organize in order to fight the Spaniards.
Don Miguel Hidalgo y Costilla is known as "the Father
of the Country."
Because of what he did, and after fighting the
Spaniards for eleven years, Mexico gained its independence
from Spain.

Now the people are united and work together to

achieve greater progress for their country.

108
FOURTH GRADE

Objective:

For students to learn how to use the
library to obtain information (R-5, R-16).

Activity:

"The Mexican Flag"

Description:

The teacher will show an encyclopedia and
dictionary and describe the various book
parts. The children will see a display of
the national flags of the world and they
will find the Mexican flag. Next they will
go to the library to find out what the colors
and the symbols on the Mexican flag stand
for.
When the children come back to the room
they will make their own Mexican flag and
write the meanings of the symbols and colors
on the flag.

Materials:

Strips of red, white, and green construction
paper; butcher paper; eagle pattern.

Evaluation:

The flags will be checked to see if they have:
Red= strength, fuerza
White~ purity, pureza
Green= hope, esperanza
Eagle= the bird that was observed, where it
landed would be the site for the city
Display flags or have parade on February 24.

Objective:

For students to write about an abstract
concept (W-11, W-9, W-14, W-18).

Activity:

"Patriotism"

Description:

Children read silently Mexican Patriotism.
They each write their reaction to what they
read. This paper is self-corrected, revised,
and ~e-written. The children create a book
or newspaper publication on "The meaning of
Patriotism" (children decide title).

Evaluation:

A team of editors checks over student papers
before they go into print.

(included)
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Materials:

Stripes of red, white, and green construction paper
sizes 4½ x 10.
Pattern for Mexican Eagle (shown above)
Butcher paper size 10 x 13½
Directions:

Paste green, white, and then red stripes on butcher paper.
Color Eagle and snake brown, cactus green with red tunas,
water blue, and land under Eagle's talon brown. The eyes
of the snake and Eagle, and the beak and claws of the
Eagle are yellow. The green leaves emanate from a ribbon
of green, white, and red.
Pattern for Eagle

Please note: An image on this page was redacted due to copyright concerns.
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24 DE FEBRERO
DIA DE LA BANDERA MEXICANA

Cuando se inici6 la lucha por la Independencia de
Mexico todavfa no habfa una bandera que representara nuestro
pafs, por eso fue que el primer estandarte que se us6 fue
uno en el cual estaba la imagen de la Virgen de Guadalupe.
Fue despues cuando empez6 a pensarse en una bandera que
sirviera de sfmbolo para todos los mexicanos.

Entonces ahf

se record6 que muches anos antes, al principio de la fundaci6n de Mexico, un grupo de indios habia seguido el consejo
de un dios que les habia dicho que buscaran en el camino un
lago, pero queen el centre del lago deberia de haber unas
rocas en las cuales se encontraria un nopal y sobre el nopal
estaria parada un aguila comiendose a una serpiente.
Fue de esta forma que se adopt6 el escudo que llevaria
la bandera, pero tambien se habia pensado en los colores que
deberia tener, pues estos deberian tener un significado para
todos los mexicanos y, pensando en las luchas que habian
pasado, se decidi6 adoptar:

El verde, que significa

"esperanza," es decir, el deseo que se terminaran todas las
luchas y el de lograr un rapido progreso de nuestro pais.
El blanco que significa "pureza," es decir, la pureza de las
almas buenas, de todas aquellas personas que lucharon por
libertarnos.

Y el rojo que indica toda la sangre derramada
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por aquellos que despues de muchas batallas ya base de
miles de personas muertas, consiguieron darnos la libertad.
Al principio tambien hubo problemas, pues nose ponian
de acuerdo en que forma deberian quedar los colores, hasta
que por fin decidieron colocar al lado izquierdo el verde,
al centro el blanco con el escudo ya la derecha, el rojo.
Asi se declar6 oficialmente el diseno de la bandera.
Ahora en la actualidad, el 24 de febrero se iza la
bandera a toda asta y se celebran una serie de festejos en
honor a ella.
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FOURTH GRADE

Objective:

For students to develop oral Spariish skills
and develop a sense of rhythm in language and
music.

Activity:

"Pledge of allegiance" (Spanish)
"Oh, Patria Mia"
"Himno nacional mexicano" (included)

Description:

The students will practice these patriotic
verses everyday.

Evaluation:

Individual students are asked to lead the
pledges.
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PLEDGE OF ALLEGIANCE (SPANISH)
Juro lealtad a la bandera de los Estados Unidos de America
ya la republica que representa, una naci6n, bajo Dios,
indivisible, con libertad y justicia para todos.

Oh, Patria Mi'.a
Oh, patria m.1.a,
Bendita tierra
De libertad.
Amo tus cerros,
Amo tus cielos,
Amo tu suelo
De libertad.

(America)
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Himno nacional mexicano
NOTA:

Este Himno cuenta con diez estrofas y un coro,
pero para las ceremonia escolares se acostumbra
cantar solamente la primera y la ultima estrofa
acompanadas con el coro.

CORO
Mexicanos, al grito de guerra
el acero aprestad y el bridon,
y retiemble en sus centros la tierra
al sonoro rugir del canon.
ESTROFAS
1a

Cina iOh Patria! tus sienes de oliva
de la paz el arcangel divino,
queen el cielo tu eterno destino
por el dedo de Dios se escribio.
Massi osare un extrano enemigo
profanar con su planta tu suelo,
piensa, iOh Patria! querida, que el cielo
un soldado en cada hijo te dio.
(Coro)

10a

iPatria!
iPatria! Tus hijos te juran
exhalar en tus aras su aliento,
si el clarin con su belico acento
los convoca a lidiar con valor.
iPara ti las guirnaldas de oliva!
iUn recuredo para ellos de gloria!
iUn laurel para te de victoria!
iUn sepulcro para ellos de honor!
(Coro)
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The National Anthem of Mexico
Mexicans, at the cry of war
Make ready your sword and your horse
Let the foundations of your land resound
To the sonorous roar of your canon.
Fatherland!
Be crowned with olive branch
Of peace by the divine archangel
For in heaven your eternal destiny
Was written by the finger of God.
But if a foreign enemy dares
To profane your earth with his foot
consider, dear Fatherland, that heaven
Has given you a soldier in each son.

(First performed on September 16, 1854 at the National
Theatre in Mexico.)
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MEXICAN PATRIOTISM

After the conquest by Cort~z, Mexico was considered to
be New Spain until the final establishment of its independence.

For three hundred years, Mexico was governed by

Spanish rulers until the people demanded their freedom on
September 16, 1810, which is the date for the celebration of
Independence Day.
Father Miguel Hidalgo was only one of the heroes of the
struggle for independence.

These patriots were of mixed

blood or of Spanish background and proud of the new nation
that was being born.

Independence was granted in 1821, but

the struggle for self-rule and citizen's rights for the
majority went on for many generations.
On the night of the 15th of September, the president
of Mexico steps out on the main balcony of the National
Palace and strikes the Independence Bell.

Crowds wait for

the president to shout "Viva M~xico ... Viva la Independencia,"
and then they join in.

In every other town and village in

Mexico, the same cry is heard with the chant carried on by
the crowds.
One tradition that has remained through the years is
the lighting of the Capitol •.•. with the lights beaming the
Cry of Independence.

After the 15th, a fiesta is begun

which is official for only the 15th and 16th but oftentimes
lasts for at least two weeks.

CHAPTER V
SUMMARY, CONCLUSIONS AND RECOM.~ENDATIONS

Summary of Background of Study, Procedures
Used, Sources, Results
The premise for this project was that whole-language
practices would be effective in teaching bilingual children,
grades K-4.

Whole-language theory is founded in linguistics,

psychology, and sociology.

Whole-language advocates hope

that school curriculum can be designed to facilitate
learning, not make it difficult.

Language minority children

have a special need to be accepted as they are.

Whole-

language methods suggested in this curriculum reflected
this need by accepting the child's natural language and
culture and using them to his or her advantage.

Goodman (19 82)

saw whole-language teachers as accepting of children.
"They believe in kids, respect them with love and dignity"
(p. 25).

The whole-language teachers for whom this

curriculum is intended should have language ability and the
ability to learn language, and they must reject negative,
elitist, racist views of linguistic parity that would limit
children to arbitrary "proper" language.

This view is

particularly relevant to language in the Santa Cruz Valley
population because of the border influence.
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Now that bilingual curriculum has become policy in the
district, children who have not been given the chance to
succeed before are now.

Whole-language bilingual curriculum

is doubly emancipating because it encourages the child to
make decisions, take risks, and take responsibility for his or
he~ actions.

Whole-language has been referred to by some

as a "political activity."
Regardless of how one sees it, whole-language studies
have proven successful, and thus far, no harm has come of it.
Conclusions
Upon studying and developing a whole-language approach
to bilingual language arts curriculum, the researcher noted
several consistent characteristics.
1.

The language arts skills were often integrated

in a single lesson to involve the child in reading, writing,
listening, and speaking.
2.

In all lessons the child was expected to contribute

in some way.

He or she always brought his or her own ideas,

skills, and knowledge to the lesson, and often determined
the direction, or outcome, of his or her learning.
3.

The objectives and activities were process-oriented

versus product-oriented.

The child was more often

evaluated on the progress he or she was making than on the
resulting product.
4.

Although the cultural unit had the focus of

teaching the past, present, and future of the Mexican-American
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cultural heritage, the lessons were diverse and eclectic in
their nature.

This indicatesthatwhole-language may be

more suitable than skills or other methods for teaching
students of diverse backgrounds.
5.

The activities suggested in the sample unit

contributed to the success of the students by incorporating
the child's native language, culture, and strengths into
the lessons.
6.

Materials suggested in the sample unit were

authentic, not contrived.

The lessons featured use of

reading materials in a purposeful way.
Recommendations
There is a need for further study in the area of wholelanguage applications to bilingual curriculum.

Longitudinal

studies could help to document progress over time.
Consistency in approach and curriculum content would be
helpful in giving these studies reliability.

More whole-

language teachers should document their observations of
student progress.

As whole-language teachers experience

success, they should share their techniques and activities
with other teachers.

Moreover, administrators should take

an active role in adjusting curriculum to better match
the needs of the learner with those of society.
More specific to this work is the recommendation for
further study and implementation of whole-language bilingual
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curriculum.

Teachers are encouraged to incorporate their

ideas with those of the author, resulting in a workable
curriculum.

Methods and materials should be continually

developed, shared, and improved.

Students should participate

in school curriculum that provides them with more success,
confidence, and opportunities in life.
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Apple, M. W. Work, Gender and Teaching. Teachers College
Record, Vol. 84(3), Spring 1983. pp. 611-628.
Apple suggests that deskilling* is both a technical and
political concept and that class and gender are
significant to the understanding of curriculum control
and how teachers view themselves professionally. The
division of labor and who has what competence is part
of attempts to alter the educational system. By
intensifying efforts on insignificant tasks (related to
objective tests, behaviorally defined content)
teachers felt an increased professionalism supported by
an increase in time spent during and after school. In
reality this works in opposition to the concept of a
professional as one who has a degree of control and
choice over his or her work.
*"a complex historical process in which the control of
labor has altered, one in which the skills employees
have developed over many years on the job are broken
down into atomistic units, redefined, and then
appropriated by management to enhance both efficiency
and control of the labor process" (p. 625).
Atwell, N. How We Learned to Write.
pp. 50-53.

Learning, March 1985.

Writing is best learned through writing. Conventional
mechanics and spelling will follow when the piece is
valued by the writer. Atwell and several other
teachers participated in the Boothbay Area Writing
Project. Through this experience, the teachers were
able to understand how the writing process works. This
article includes several findings that serve as
guidelines.
Baumann, J. F. Whole Language Instruction and Basal
Readers.
Ginn Occasional Papers, #20.
This paper discusses whole language literacy
instruction in terms of definition, the underlying
principles of the concept and the characteristics of
such a program.
It goes further in discussing how
basal reader programs, although widely viewed as being
incompatible with the goals and philosophy of whole
language instruction, can instead be readily
incorporated into such a program as long as the focus
of teaching by the instructor and the learning by the
learner is realized that "reading is one of several
interrelated language abilities and that the
communication of meaning is the goal of any language
process."
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Baumann further feels that current basal programs
present:
a sensible balance between decoding and
comprehension
that meaning is the goal of reading and that word
recognition occurs with both the application of
graphophonic and meaning cues
literary content and contains many suggestions for
supporting and extending language activities
Bissex, G.
1980.

GMYS AT WRK:

A Child Learns to Write and Read.

Bissex shares her experience as a parent-researcher.
She followed and documented her son Paul's literacy
development over a five-year period. She traces the
patterns of Paul's development from his initial stages
using letters RUDF (Representing Are You Deaf) to the
more sophisticated style he develops in writing stories.
The observations took place mainly at home, although
she does explain for the professional educator how
schooling played a secondary role in Paul's development.
Through her work, Bissex contributes to the research of
children's initial efforts in reading and writing. The
title of the book, A Child Learns to Write and Read,
was chosen intentionally because, like many children,
Paul's writing developed before reading.
Blackburn, J., & Powell, W. c. One at a Time All at Once:
The Creative Teacher's Guide to Individualized
Instruction Without Anarchy. Goodyear Publishing.
The authors attempt "to accept the challenge of
providing a theoretical framework for individualizing
and for illustrating the theory in practical and
concrete terms." Provides many examples for all
subjects and grade levels. Many of the ideas are to be
duplicated for use. A book to refer back to again and
again, with a variety of examples and resources.
Setting up centers (with drawings of how they might
look), games, black-line masters of personal journals,
conference records, daily progress reports, task
cards, contracts, room layouts, and much more.
Boehnlein, M. Reading Intervention for High-Risk First
Graders. Educational Leadership, Vol. 44(6), March
1987. pp. 32-37.
Clay, an educational psychologist at the University of
Auckland, has developed this "New Zealand Reading
Recovery" program. It is now used in Ohio. It
involves identifying pupils at risk of failing and uses
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intense instruction: ½ hour daily of one-on-one
reading.
"The early intervention program stresses the
need to intervene before children's poor habits become
difficult to change and block future learning."
Children are guided in learning to use independent
reading strategies used by successful readers. Reading
Recovery teachers must complete a one year graduate
program. The interesting finding is, the article
claims, that after 30 to 40 hours of instruction, 90%
of the children whose pre-test scores were in the
lowest 20% of their class, catch up to or surpass the
average and never need remediation again.
Brandt, R. S. On Long-term Effects of Early Education: A
Conversation with Lawrence Schweinhart. Educational
Leadership, Vol. 44(4), November 1986. pp. 14-18.
Several articles in this issue are devoted to the use
of Distar in early childhood education programs and
findings from a long-range research study of three
different curriculum models in preschool programs.
The children from the programs with child-initiated
activities reported less involvement in juvenile
deliquency and more participation in sports and
extracurricular activities. All three programs showed
improvement in short-term measures such as IQ with
some of this growth sustained throughout the school
years. The bigger question is how much is a higher
score worth. The implications are that child
initiation is significant in personality and social
development of the individual. Direct instruction is
on the defensive now. An article in the March issue is
titled, "Long-term Benefits from Direct Instruction."
Buckley, M. H. When Teachers Decide to Integrate the
Language Arts. Language Arts, Vol. 63(4), April 1986.
pp. 369-376.
The article describes the philosophical statements and
guidelines generated by a group of teachers in Berkley,
California as they embarked on a project that would
integrate the language arts in their classrooms.
In
addition, the article includes three lists of reading
activities (pre-reading, during-reading, and
after-reading) which integrate all areas of language
arts. These activities are used in conjunction with
literature studies of trade books as well as with
selections from the basal reader.
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Bussis, A. M. & Chittenden, E. A. Research Currents: What
Reading Tests Neglect. Language Arts, Vol. 64(3),
March 1987. pp. 302-309.
This article explores the principles of reading which
standardized tests neglect. Schools often regard test
scores as the only measure by which students are
evaluated. However, such reading tests do not evaluate
the behaviors exhibited by young readers, rather they
test skills in isolation.
A study was conducted to observe beginner readers and
their reading behaviors. Results showed that students
attack the reading task similar to methods utilized by
skilled adult readers. They read to reconstruct
meaning from the written print. How they construct
meaning is not based on a series of isolated skill
tasks, but rather upon the use of the cueing systems
provided in the text (i.e., pictures, semantics,
syntax, graphophonics, etc.)
The skills (i.e., phonic rules, word analysis, etc.)
play an important role in the students' comprehension
of the text, but children who demonstrate proficiency
in these skills may not show evidence of comprehension.
A competent reader uses these skills along with others
to decipher and comprehend material for pleasure and to
gain information.
Test content and questions are also reviewed in this
article.
Butler, D. & Clay, M. Reading Begins at Home.
Educational Book, Exeter, NH, 1982.

Heinemann

Butler and Clay explain how parents do matter in their
child's development of reading. They explain how
parents, grandparents, and older siblings need to model
reading and writing on a daily basis. Parents and
others need to allow children to experience success.
The authors describe activities that adults can do with
their children ranging from indirect to more direct
instruction.
In a section of the book the authors
answer many common questions parents ask concerning
reading and the teaching of reading. Also listed is a
bibliography of books for parents to use with their
children.
Calkins, L. M. The Art of Teaching Writing.
Heinemann, 1986.

Portsmouth, NH:

Calkins is a wonderful writer.
In this book, she shares
her own struggles with writing as she shares her passion
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that children need to become so "deeply involved in
writing that they share their texts with others, and
that they perceive themselves as authors" (p. 9).
Calkins explores how children write and some of their
common achievements and concerns. She expands on ways
teachers can support children as authors. She goes
into detail about conferencing, how to listen, and how
to empower. Some "conferences are successful and
others are not! Some empower the youngsters, making
them feel like experts, while others pull them down,
making them feel that their drafts aren't good
enough" (p. 127). Powerful writing comes from looking
deeply and honestly at a subject. Calkins, in this
book, describes the mini-lesson and gives detail about
the writing workshop, and strategies for writing,
revision, and editing. She explains the reading-writing
connection and how it interrelates and affects each
other.
Clarke, M.A. Don't Blame the System: Constraints on Whole
Language Reform. Language Arts, Vol. 64(4), April
1987. pp. 384-395.
This article deals with the Denver Public Schools
attempt to implement a "Whole Language" program. The
focus, however, is on an examination of the relative
successes and failures of the program in light of
cybernetic theory. The author asserts that "an
organism composed of complex cybernetic networks whose
functions and interactings are rule governed." Perhaps
the most important point in the article, however, is
that because of the complex and interdependent nature
of schools and school districts, in order to accomplish
significant improvement in education, we must return
control of classrooms to teachers. The author argues
that "whatever else we do to promote language
development in schools, we must first demonstrate a
commitment to giving teachers the responsibility and
flexibility necessary to do their jobs."
Comber, B. Celebrating and Analyzing Successful Teachers.
Language Arts, February 1987.
successful teaching is not accidental
it takes a powerful teacher to empower students
the teacher's role is both control and crucial
when someone speaks, look at them
respond to their ideas before offering your own
children must work out what they want
children must explain how they do things
children find out how each other do things
successfully
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the
she
she
she
she

teacher asks real questions
listens to what the children say
helps them find alternatives
gives them time to reflect, evaluate and share
acts on basis of the children's advice

Teachers have the following in common:
They share the belief that "teaching is an ongoing
experiment." Tierney says, "They talk, read, write
and think about their teaching and that of others."
They are optimistic, with high expectations for
their learners
They monitor their teaching success by watching,
listening to, and asking children
They celebrate success as a matter of course
They allow students to identify their own intentions
and work out how to satisfy them
They are explicit about their values and expected
behaviors
They know how to allow children to help each other
learn
They take children seriously
Criscuolo, N. P. Effective Ways to Communicate with Parents
About Reading. The Reading Teacher, Vol. 34(2), 1980.
This article deals with the idea that effective
communication builds parent support for a reading
program.
It tells us about a plan that the New Haven,
Connecticut, public school system is implementing.
They are involving parents right from the beginning (K).
Among other things, they provide the parents with
materials and directions.
Downing, J., Coughlin, R. M., & Rich, G. Children's
Invented Spellings in the Classroom. Elementary School
Journal, Vol. 86(3). pp. 295-303.
This article discusses the research about how children
think about spelling.
In their review of the
literature, they state that learning to spell involves
both cognitive and linguistic processes, "and as such,
learning to spell requires the active exploring
participation of the learner" (p. 295).
In this article, they report the findings from their
study of invented spelling of students from two classes
in rural Vancouver. In the study, they asked children
to deliberately invent spellings and then they asked
them to explain their theories about their spellings.
The findings show students had many reasons for the
inventions. Here are a few of their reasons: 1.
phonologic - motor should be moder because the t sounds
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like ad; 2. Analogy - throat should be throught;
3. Rule Following - soup should be supe because e
makes all vowels long; 4. Pseudomorphophnemic shelter should be shellter because a shell protects
like a shelter protects; 5.
Interestingness - fact
should be phact because phact is more interesting;
6. Aesthetic - easy should be esy because esy looks
better, etc.
Dyson, A.H. Staying Free to Dance with the Children: The
Dangers of Sanctifying Activities in the Language Arts
Curriculum.
English Education, October 1986.
pp. 136-146.
Dyson's purpose in this article is to support her
theory that by focusing on an activity or practice
rather than the theoretical knowledge of teachers and
the importance of observing children's responses limits
what teachers are able to do with children. A lack of
reflection in teaching allows the activity to achieve
the status and diverts the attention of the teacher
away from the child and instructional experience. Her
focus suggests that teacher education programs must be
theoretically based and teachers must be provided with
observational skills.
Dyson, A.H. Puzzles, Paints, and Pencils: Writing
Emerges. Educational Horizons, Vol. 64(1), 1985.
pp. 13-16.
Dyson believes that there should be less structure in
early schooling.
He feels that writing is a matter of
social learning, or playful exploration, and of
self-expression. Early childhood educators are now
encouraged to promote writing by including print, and
the opportunities for its use. This article tells us
that teachers should respond to children's writing
efforts in the same way they respond to other types of
their expressive work.
Fine, C. L. Fifth Graders Respond to a Changed Reading
Program. Harvard Educational Review, Vol. 56(4),
November 1986.
This is an interesting, readable article by a teacher
whose classroom research helped her understand the
impact new approaches have in improving instruction.
She created a new reading program that would give
children time to read and time to make meaning through
writing and talking about books. Her new approach to
teaching reading was similar to the process approach to
teaching writing (time, ownership, response).

139
She began each 45-minute reading period with a
mini-lesson on character development, setting,
genres, etc. The students read books of their
choosing. During this time, she spoke briefly
child about her/his book, and she read her own
remainder of the period.

titles,
own
to each
book the

Students also responded to their reading through
dialogue literature journals. This written
communication to the teacher, or to a friend, followed
the completion of a book, and was completed during the
reading period.
Forrester, A. D. What Teachers Can Learn from Natural
Readers. The Reading Teacher, Vol. 31(3), November
1977. pp. 160-166.
Forrester describes common features in the experiences
of several children who learned to read early without
formal instruction. For these children, learning to
read was as natural as learning to speak. They shared
various experiences with print and had all questions
regarding print and reading answered by parents, older
siblings and grandparents. Forrester feels that the
strategies these natural readers used can be equally
effective in the classroom. The article offers vital
information for parents and teachers regarding
developing the appropraite environment and experiences
for young children to learn to read naturally.
Freeman, Y., & Whitesell, L. R. What Preschoolers Already
Know About Print. Educational Horizon, Vol. 64(1),
Fall 1985. pp. 22-24.
Freeman and Whitesell explain the results of a study
they did based on a 1982 study of Ferreira and Tebersky
in Argentina. This study, done in Tucson, Arizona,
supports the research that implicates that reading and
writing begins long before schooling. Samples of the
print used to test the subjects and an explanation of
the results is presented. This article supports the
theory that reading is developed in stages.
Gardner, H. Artful Scribbles - The Significance of
Children's Drawings.
1980.
Gardner followed the progression children make of their
"scribbles" to more complete drawings and writings.
The book contained many samples of children's work
through many stages.
A child begins making marks on paper during his second
year. He enjoys the motor sensation of banging on
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paper. At ages 3 to 4, the child combines geometric
shapes into patterns. Sometime during 3rd, 4th or 5th
year, the "drawing" becomes recognizable. They are
colorful, balanced, rhythmic, and expressive. These
drawings constitute an important primary vehicle of
expression for the young child. Through them they
develop the process of creation, elaboration and
self-expression.
The child draws what he knows. He works through a
scheme, or motif for a period of time, sometimes in
sets of three or four.
The book elaborated on 20 basic
types of "scribbles" and 17 different placement
patterns. The act of drawing is a form of
self-expression and communication. These beginning
"scribble" stages bring out the child's willingness to
explore, and gives them an opportunity to solve
problems that arise and take risks. Through this
medium, the child's affective needs are worked out in
the symbolic realm.
Giroux, H. Critical Literacy and Student Experience,
Donald Graves' Approach to Literacy. Language Arts,
February 1987.
Mainstream curriculum theory treats knowledge as
something to be managed and consumed. Graves sees
knowledge as something to be understood and analyzed
within the forms of experience that students bring to
schools.
Mainstream: 1. Classroom methods can be generalized
across student populations.
2. Teachers reduced to
status of clerks carrying out the mandates of the state
or management system of administration, who have
graduated from schools of education that have supplied
them with the newest schemes for testing and measuring
knowledge, but who rarely understand how school
knowledge is produced, where it comes from, and whose
interest it serves.
3. Schools are designed to
transmit knowledge.
Graves: 1. Students experience control the aspect of
teaching and learning and has to be dealt with in its
particular context and specificity.
2. Confirm
student experiences so that students are legitimated
and supported as people who matter, who can participate
in their learning and who in doing so can speak with a
voice that is rooted in their sense of history and
place.
3. Schools are cultural sights.
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Goodman, K.
1986.

What's Whole in Whole Language?

Heinemann,

This is the book to read for a complete, easy-to-read
overview of the basis of whole language teaching.
Integration becomes the central motif in a whole
language curriculum. Language development and content
become a dual curriculum. The content curriculum draws
on the interests and experiences children have outside
of school and incorporate the full range of oral and
written language functions.
Kids need to access the processes they use and feel
that the activities are their own--not just stuff to
please the teacher.
The use of thematic units, which involve students in
the planning and giving them choices of authentic,
relevant activities.
Many constructive ideas are given for developing
literacy in the classroom with specifics for setting
up your classroom.
Goodman, K., & Goodman, Y. Ken and Yetta Goodman Talk to
Henritta Dombey. Teaching Today--Watching Kids
Reading (transcribed radio program, 1100-1140,
Radio 4 VHF/FM), London: BBC Educational Programmes,
December 11, 1986.
This is a good resource for information about whole
language. The Goodman's look at reading by having kids
read and then try to figure out what kids do when they
read. When kids read they actively participate with the
author. This means kids develop their own ideas about
what should be on the page. Traditional reading
instruction programs ignore the context of reading and
break language down into small units, letters, sounds
and controlled vocabulary. The fact that kids already
have a sense of written language before they come to
school is completely ignored. When kids are exposed to
traditional reading instruction they begin to associate
reading with workbooks, skills, and tests. Reading in
school becomes separate from the rest of their literary
experiences. Reading becomes decontexualized,
abstracted. Learning to read is difficult after it is
decontexualized and abstracted.
It is more natural to
learn to read by reading and to write by writing.
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Graves D., & Stuart, V.
Publishing, 1985.

Write from the Start.

NFER-Nelson

Graves and Stuart present real-life experiences they
have observed during research to explain how reading
and writing developed. They explain how teachers,
parents, and students can work together to improve
writing instruction. They describe a school
environment that enhances the natural desire to learn.
The skills approach actually hinders our children and
it is described by the authors in detail. The book
gives teachers and parents information as to how
students give us information in their writings
regarding the help they need in order to progress
further. The book will help answer questions regarding
this new approach to teaching writing.
Greenslade, B. C. The Basic in Reading, From the
Perspective of the Learner. The Reading Teacher,
Vol. 34(2), 1980.

In this article, Greenslade mentions that a "basic" in
the teaching of reading is for the teacher to
understand the role of the student. She feels that it
is very important to use methods that present reading
activities in a meaningful context. Learners must also
become aware that there is a relationship between their
own oral language and reading.
Hallaway, D. The Structure of Natural Learning as a Basis
for Literacy Instruction.
This article focuses on the relationship between
literacy and more successfully mastered social skills
such as speaking, cooking, arguing, or riding a
bicycle. Effective literacy learning in the years
before schooling exemplify this powerful natural
learning and are compelling models for instruction.
Four fundamental steps display a basic structure for
effective natural learning:
1. Observation of Demonstration: The learner acts
as a fascinated "spectator" while the skilled
person is active, not as a "performer," but as
a genuine user of the skill.
2. Participation: The learner is active as a
participant, while the skilled person (the
teacher "figure") facilitates the social
interaction, making a place within the place
of the action for the unskilled collaborator.
3. Role-playing practice: Entails practicing in
a self-absorbed way without being directed,
corrected or watched.
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Goodman, Y. Kid Watching: An Alternative to Testing.
Journal of National Elementary Principals, Vol. 51,
1978. pp. 41-45.
The focus of this article is on the idea that careful
observation of children using language in varied
situations (i.e., Kid watching) is a more useful means
of evaluating children's language development than is
the administration of standardized tests. The author
supports this view with several points including these:
1. Because these tests deal heavily with phonic
elements, names of letters, spelling rules,
etc., teachers are forced to believe that they
must focus on these components, usually out of
the context of real language experiences.
2. For those students that do not score well on
these tests, this knowledge can damage selfesteem. These children lose confidence in
their language abilities. Therefore, their
willingness to risk further experimentation
in communicating is impaired.
3.
In addition, while standardized tests simply
consider an error as evidence of a lack of
knowledge, the author points out that a great
deal can be learned by carefully analyzing a
child's incorrect answer.
Finally, it is suggested that if observation is to be
used successfully, the teacher should keep anecdotal
records and notes indicating to what extent language
development is taking place. Also, audio tapes may be
kept of a child's oral reading and retelling of a story.
And writing folders should be compiled with samples of
the child's writing included to document progress in
writing development.
Graves, D. H.

Writing Teachers and Children at Work.

1983.

Graves gives many practical "step-by-step" or "how
to's" on many aspects of writing in the classroom.
There were too many to list but some of the most
helpful were:
The Writing Process (for 6 year old)
The Teacher-Child Conference (6 steps)
Documentation: The Folder
The First Day
The Routine (responsibility, sharing, observing)
Publishing (how to do bookbinding)
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4.

Performance: Learner turns finally to an
approval-seeking voluntary display of
competence. The teacher "figure" becomes the
significant audience, while the learner
becomes the performer.

Hasselriis, P. I.E.P.s and a Whole-Language Model of
Language Arts. Topics in Learning and Learning
Disabilities, Vol. 1(4), January 1982. pp. 17-21.
This article is an insight to changing I.E.P. from
subskill goals and objectives to whole language
oriented goals and objectives. This article takes a
look at what the law says and how it is interpreted.
To a person interested in fulfilling the requirements
of the law and in meeting the goals and objectives that
encourage whole language teaching, this article is a
good resource which shows how this can be done.
Impressions. Sales Rep.: Jim Tognacci (602)837-0469
(Kindergarten, Grades 5 & 6 are not yet completed)
Whole language approach--children move from
experiencing and responding to each literature
selection as a whole, to looking at specific sentences,
words and letters. All activities revolve around and
extend from the reader selections.
Multi-levelling possibilities--suggestions are made for
children at different reading levels to participate.
It doesn't have a list of basal sight words!
A whole language perspective: In a typical lesson
plan, the children first experience the literature
through shared reading or by listening to the teacher
read aloud. Then they may read it for themselves or
listen and read along with the tape. First responding
to the content, later working on the sentence
structures, rhyming patterns, words and letters.
Multi-levelling possibilities: All children in a class
may experience this program. Some will listen to the
teacher read the selection, others will listen and read
along with the tape, others may read independently.
Kramer, D. L. The Unquiet Classroom.
April 1987.

Teaching K-8,

Recent research demonstrates that children learn to
read by reading--write by writing. The more they read
and write, the more proficient they become in both.
Despite the strong correlation between oral language,
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intellectual activity and literacy. Linguists and
psychologists agree that oral language activities will
improve learning in every subject area because
interaction through dialogue is at the core of a child 1 s
learning. Language should be taught naturally.
Koenke, K., & McClellan, J. ERIC/RCS Report: Teaching and
Testing the Reading Disabled Child. Language Arts,
Vol. 64(3), March 1987. pp. 327-330.
The article discusses the results of three separate
studies, which utilized different approaches to
facilitate the reading abilities of nonreaders. The
three studies approach and suggest strategies for
teaching reading based upon a holistic and cognitive
approach, rather than those centered around isolated
skill building methods. The three approaches are
cross-age tutoring, using analogies, and out-of-level
testing.
1.

Cross-age tutoring involves partner oral
reading sessions in which two students read a
text together. The results suggest that
cross-age tutoring increases "the reading
comprehension, speed, and cloze test scores of
third and fourth grade children who are below
the norm" (P. 327). The results also show
that this strategy may not be effective for
all students, or that some students are better
tutors than others.

2.

The use of analogies is designed to give
children the opportunity to decode unrecognizable words with familiar words in similar
language structures. The authors note that
disabled readers frequently exhibit difficulty
with the phonic approach, but they demonstrate
success with this approach.

3.

The out-of-level testing strategy allows the
child to participate in a reading test based
on his ability, rather than upon his age and/or
grade level. Thus, the reliability of the test
is increased, and the student's frustration is
decreased.

Long, R., & Manning, M. & G. One-on-One on Reading.
Teaching K-8, February 1987.
To teach children to think critically and
independently, individualizing the program and having
conferences will help organize reading material, pace
themselves through their own selected reading material.
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Conferences--read to teacher, retell a story or respond
to teacher-asked questions. Short three-to-six minute
conference at least two conferences a week for each
child. For maximum benefit, the teacher must be a
sensitive listener and a skillful questioner. Must
also be a good "kid watcher" sensitive to all aspects
of a child's development. Benefits: 1. Self-selection
capitalizes on interest.
2. Students read at
appropriate level.
3. Students make relationships and
improve thinking.
4. Reading is fun for both the
teacher and the children.
Rich, S. J. Restoring Power to Teachers: The Impact of
Whole Language. Language Arts, Vol. 62(7), November
1985.
A whole language teacher plans with the children's
interests in mind. The teacher is much more than a
technician. Whole language is an attitude, not a
method.
In a whole language classroom children read
and write daily. There are opportunities for children
to interact. Children keep journals. There is a
library corner and creative corners.
The teacher and children are in control of the
classroom. The knowledge lies within the self, not the
text. The materials fit the needs of children. The
children are not put through the material to accomplish
someone's identified objective. The children are
intrinsically motivated to learn. The classroom is
comprehension centered and child centered. The
children are allowed to make choices. The adults learn
with the child. The teacher sustains the child's
intrinsic motivation. Whole language assumes that
everyone is a learner and everyone can become an
expert. There is freedom to learn without fear of
error. The children have ownership of the program and
the learning. They learn consequences of their
mistakes and accept responsibility. Whole language
cannot be mandated.
It is an idea, a concept that must
be gently nurtured and facilitated.
Rhodes, L. K., & Shannon, J. L. Psycholinguistic Principles
in Operation in a Primary Learning Disabilities
Classroom. Topics in Learning and Learning
Disabilities, January 1982, Vol. 1(4), pp. 1-10.
This article is an overview of a teacher's beliefs and
practice before and after becoming aware of children's
language development. With a change in her beliefs,
the teacher changed the student's environment to
include: more meaning print, to strengthen cueing
systems, to respect each student's ability and
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encourage the student to take risks and to help the
students see the real need and use of print in their
environment. This is a powerful article for teachers
who want to make a change from skills to whole
language.
Rhodes, L. K.
I Can Read!
Predictable books as resources
for reading and writing instruction. The Reading
Teacher, Vol. 2, 1981. pp. 511-518.
Rhodes explains what "predictable books" are.
She
gives many ideas on how they can be used.
Rhodes
believes that first graders begin school expecting to
read right away.
She feels that their expectations
should and can be met by using "predictable books."
This article also includes a bibliography of
"predictable books."
Rupley, W. H., & Blair, T. R. Assignment and Supervision of
Reading Seatwork: Looking in on 12 Primary Teachers.
The Reading Teacher, Vol. 40(4), January 1987.
pp . 3 91- 3 9 3 •
This article dealt with the effectiveness of the
seatwork that teachers give their students.
The
researchers looked at the content and the quality of
instruction used with seatwork.
Past studies have shown that 50 to 70% of a student's
day is spent working independently!
This study showed that a lot of the instruction is
given only once--orally. That many do not allow time
for students to come and ask for help. Also, only
1/3 of the teachers monitored seatwork. This means
that many students are not getting the extra guidance
they need and that there may be less time on task.
Teachers need to provide the purpose of the assignment
to the students.
Samway, K.
Formal Evaluation of Children's Writing: An
Incomplete Story. Language Arts, Vol. 64(3), March
1987. pp. 289-298.
The evaluation of children's writings and their
progress as writers cannot be measured solely by
published holistic, categorical or T-unit analysis
systems.
Samway discusses the additional insights a
teacher must utilize when subscribing a grade or
number to the child's progress. The child's growth as
a writer cannot only be computed from his written
samples, but must also involve an analysis of his
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understanding of the writing process, which may often
be apparent before it is demonstrated in his written
samples. Therefore, the teacher needs to observe the
child's growth as a speaker, evaluator, of his own
and his classmate's stories, editor, and his
motivation and self-endurance to communicate his
thoughts, feelings and personal experiences through
writing to others. He must know his audience and write
to this specific group. His suggestions and
interpretations of other children's work will help his
writing as well as those he is interpreting.
In summary, this author believes that writers
demonstrate various writing behaviors that cannot be
measured utilizing standardized tools. Writing should
be a continuous process in daily school programs.
Smith, F.

Reading Without Nonsense.

Teachers College Press.

Examines the process of reading, the perceptual and
language skills involved, and how nonreaders perceive
the task of learning to read. His advice: the best
way to reach reading is to read.
The main idea of this book was that you learn to read
by reading and by being read to. Concepts taught in
isolation such as phonics and individual words can cause
confusion because so much of comprehension comes from
the context clue.
Smith, N. J., Greenlaw, J.M., & Scott, C. J. Making the
Literate environment Equitable. The Reading Teacher,
Vol. 40(4), January 1987, pp. 400-407.
In Texas and Kansas 254 teachers (grades K-6) listed
their favorite read aloud books for children. The
researcher looked at the protagonists of each story.
It was determined that most of the main characters were
male. Also, it seemed to be that only male characters
were fun, exciting, and adventuresome. The role of the
female wa.s more of a home-body.
Stewart-Dore, N.

Writing and Reading to Learn.

Primary English Teaching Association "explores what it
means to become literate in different contexts.
It
describes literacy learning tasks across the curriculum
and suggests how writing and reading integrate
children's understanding of experience and ideas.
Focusing on what teachers need to know about the
informational texts that children read and write, the
book provides case study examples to support strategies
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for helping children learn how to learn through writing
and reading." Includes a lot of ideas for activities.
Sulzby, E., & Teal, W. Writing Development in Early
Childhood. Educational Horizons, Vol. 64(1), 1985.
pp. 8-12.
Reading and writing support each other in a child's
development. They are developed nonsequentially.
Langer and Applebee report on how research in writing
is now focused on preschoolers. It is clear through
recent research that conceptualizations about writing
are developed by children as early as 18 months.
Various writing samples accompanied by an explanation
of the developmental concepts observed by these
researchers are provided. Implications for practice
and policy are provided.
T.A.E.Y.C. Spring Conference (3-14-87)
Development in Young Children.

Nurturing Asthetic

Stephanie Feeney (research shows beauty is important
in children's lives)
Get in touch with beauty in your own life.
Give kids opportunities to create and respond with
art vocabulary.
Create environments of beauty.
Share art with kids: children's art, art prints on
the walls, don't need to teach it.
Choose books for their beauty.
Alice Paul--Primary Environments for Beauty and
Function:
Does your classroom provide a sense of peace, of
belonging, a sense of wonderment. Are there things
to touch, look at? Is the beauty inside each child
appreciated?
Pam Treiber--Beauty in Literature
Marriage of good story, illsutrations that compliment,
meaning values.
Thomas, K. F.
?

Early Reading as a Social Interaction Process.
, Vol. 60(8), September 1985. pp. 78-86.

Characteristics of an Early Reader are discussed in
great detail. Thomas describes the environment and
experience shared by many early readers she introduces
in this article. Semantic contingency, scaffolding,
and accountability are strategies used by their parents
to promote early literacy. Thomas believes these
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strategies could be as successful for the classroom
teacher as they were for parents.
(See Sylvia
Gonzalez for journal).
Vardell, S. Helping Your Child to Write.
May/June 1987.

Learning,

1. Make readings an everyday activity.
2. Let your
child know that it's OK to draw, doodle, play, talk
or even act out ideas before writing.
3. Familiarize
your young child with writing by jotting down ideas
he may have.
4. To help build confidence and skills,
encourage your child to write every day (i.e., journal,
pen pals, etc.). 5. Let your child see you write.
6. Encourage your child to try a variety of writing
tasks. 7. Provide your child with a variety of
writing tasks.
8. Accept your child's first drafts
just as they are without criticism. 9. Look for
what's good about your child's writing.
10. Share
your child's writing.
Veatch, Sawicki, Elliott, Flake, Bakey. Key Words to
Reading--the Language Experience Approach Begins.
Charles & Merrill Publishing.
1973.
This book expands to describe the how, what, and
wherefore of helping children along the path to
literacy. Describes a program using: key words,
individualized reading program using trade books and
conferencing and language experience. A very practical
book giving examples of recordkeeping, explaining
exactly what questions could be asked during a reading
conference, listing and describing the various
packaged individualized reading programs available.
Watson, D. J.

What Is a Whole Language Program?

In Dr. Watson's article she says that whole language
is all of language--real language for real children.
Whole language teachers don't fragment language or let
readers get frustrated with artificial reading
activities. They maximize learner's strengths. They
have a humanistic acceptance of the learner. All
systems of language reading is kept in tact to support
each other. The reader uses all available clues. The
sentences are in context. She says no stars or awards
are necessary; constructing meaning is its own reward.
The whole language program must include:
1. Daily
reading to students; 2. Students read to themselves
daily; 3. Students write every day; 4. Familiar
language must be brought to the classroom; 5. Language
experience activities; 6. Extended literature
activities; 7. Reading strategy instruction.
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Whole Language Newsletter, Vol. 4(1), October 1986.
Synopsis: This newsletter contained teaching ideas,
suggested professional readings, children's books and
personal reactions of various people dealing with
education. The following are those I found of personal
interest:
1. How Did You Learn to Read?
(Yates, B., Ontario,
Canada)
This question asked of his students, the most
common responses included:
Reading lots of books/practicing/attempting
being allowed to read and encouraged by
parents
guessing/predicting/using context
phonetic/sight words/being told words
(conventional)
2. Parental Reaction to Whole Language Program
(Bailey, K.)
learning about self in exciting/creative way
look at learning with wonder and joy
self-respect and for others in regard to work
and project
availability of many kinds of medium
teacher proud of student projects
inviting parents to room
develop sense of adventure in regard to learning
speak mind/voices opinion/awareness of certain
amount of control over own learning process
3. Suggested professional readings:
Basal Reader: A Call for Action. K. Goodman,
Language Arts, April 1986.
4. Children's Books:
Moonbeam on a Cat's Ear. Gay, M.L. Toronto:
Stoddar Publishing, 1986.
Mama's Going to Buy You a Mockingbird. Little, J.
New York: Viking, 1985.
Willert, M. K., & Kamu, C. Reading in Kindergarten. Direct
vs. Indirect Teaching. Young Children, May 1985.
While working with preschool children as young as two
until five years, Willert was approached by parents
with a question "are you planning to teach them to
read?" She had never taught reading to children so she
started by observing children and how they approach
reading. She gave examples of how children's learning
came from within and motivated by their own curiosity.
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Wong, B. Y. L. Understanding Learning Disabled Students'
Reading Problems: Contributions from Cognitive
Psychology. Topics in Learning and Learning
Disabilities, Vol. 1(4), 1982. pp. 43-50.
Metacognition is directly related to any student's
ability to learn to read. This article points out that
L.D. students have the ability to actively learn and
that several aspects contribute to their difficulty
in being able to understand what they have learned.
This article is important because it disspells the
idea that L.D. students cannot self-monitor, predict,
or solve problems. Whole language encourages sampling,
predicting, confirming and correcting.

